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ABSTRACT
Use of course management systems (CMS) in higher education has risen 
dramatically since their development in the late 1990s. This qualitative study 
investigated the use of a course management system (CMS) by faculty teaching 
undergraduate, traditional courses in a Midwestern liberal arts university. The focus of 
the study was on the reasons faculty stated for their adoption of a course management 
system in their course. Three faculty members were interviewed over a three-month time 
period. The participants in this study were not mandated to use a CMS by their 
department or the institution. Initially faculty members were asked questions regarding 
their decision to integrate the CMS into their course relating to their rationale for the 
decision and how they went about the process. As the interviews developed, questions 
focused on the actual use of the CMS in their teaching. The CMS used by the faculty 
was a commercial product, Blackboard™, version 6.0.
During the interviews faculty members shared their perceptions about what they 
saw as the qualities of a good teacher. They discussed how and why they decided to 
adopt the use of a CMS. Five themes emerged during the data collection and analysis 
process. When the specifics of the methods of using the CMS were discussed, each 
faculty member related why he or she used each particular tool. The decisions for 
adoption were all based on sound pedagogical methods of communication, active 
learning, timely feedback, and high expectations.
xi
Recommendations were generated for further research to follow through on the 
faculty decisions and their intended benefits to the students. A study investigating 
students’ perceptions and actual use of a CMS could be conducted using the findings 
from this study as a basis for comparison.
With the trend toward the increased use of a CMS in higher education, research 
should investigate the type of usage and the resulting value to the students and faculty. 
This study and related work in this field can be instrumental in the adoption process for 





Thamus inquired into the use of each of them, and as Theuth went through them 
expressed approval or disapproval, according as he judged Theuth’s claims to be 
well or ill founded. It would take too long to go through all that Thamus is 
reported to have said for and against each of Theuth’s inventions. But, when it 
came to writing, Theuth declared, “here is an accomplishment, my lord King, 
which will improve both the wisdom and the memory of the Egyptians. I have 
discovered a sure receipt for memory and wisdom.” To this, Thamus replied, 
“Theuth, my paragon of inventors, the discoverer of an art is the not best judge of 
the good or harm which will accrue to those who practice it. So it is in this; you, 
who are the father of writing, have out of fondness for your offspring, attributed 
to it quite the opposite of its real function. Those who acquire it will cease to 
exercise their memory and become forgetful; they will rely on writing to bring 
things to their remembrance by external signs instead of by their own internal 
resources. What you have discovered is a receipt for recollection, not for 
memory. And as for wisdom, your pupils will have the reputation for it without 
the reality: they will receive a quantity of information without proper instruction, 
and in consequence be thought very knowledgeable when they are for the most 
part quite ignorant. And because they are filled with the conceit of wisdom 
instead of real wisdom they will be a burden to society. (Plato, 1973, p. 96)
Postman begins his book, Technopoly, the surrender of culture to technology,
with this quote from Plato to warn his readers about the double-edged sword of
technology (1993). In Plato’s story, Thamus is a great king of large city in Egypt.
Theuth, the inventor, was credited with many things: numbers, calculation, geometry,
astronomy and writing. When Theuth came to the king with his new inventions, he was
always so excited about them and wanted all of Egypt to use them and share in the
excitement of the invention. Postman, like Thamus, is not so impressed with new
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technologies: “Every technology is both a burden and a blessing; not either-or, but this- 
and-that.” (pp. 4-5) Postman finds fault with Thamus in not recognizing that writing does 
have a negative effect on memory, but it also has significant benefits to the society. 
Thamus was short-sighted in only seeing the burden.
Thamus’ warning is not unlike the warning heard from educators when 
technology first began its move into the schools. “Technology will replace teachers”,
“we will lose jobs,” and “what about the students,” was heard throughout the country in 
the 1980s and 1990s. Public Broadcast System (PBS) aired a program titled “Faculty, 
Who Needs Them Anymore” in 1999 as a part of its Technology in Education series, 
causing quite an uproar in universities throughout the nation. Technology was working 
in the business world, why should education not become a part of the technology 
revolution?
Educational administrators pushed for the implementation of technology into the 
public school curriculum. The business world had implemented technology throughout 
its sectors. Businesses started asking for employees with experience using technology 
and looked to the colleges and universities to provide that (Nelson, Palonsky & Carlson, 
2000, pp. 315-331). Industry wanted their new hires to enter with skills to operate 
computers, and if the employees did not have those skills, business and industry would 
pay for continuing education (Gentry & Csete, 1995).
The information age was exploding and it appeared as if new products were being 
developed daily. Technologists began to get the reputation of promising more than they 
could deliver. Church attributes the following quotation to Thomas Edison, “the radio 
will supplant the teacher. Already one may learn languages by means of victrola records.
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The moving picture will visualize what the radio fails to get across. Teachers will be 
relegated to the backwoods” (1926, p. 59). This appears to be a common fear of 
educators regarding the introduction of technology, similar to the factory worker in the 
assembly lines (Palloff & Pratt, 2001). It is a realistic fear, since it came true for the 
factory worker; many jobs have been lost due to the efficiencies technologies can offer.
Does this action and consequence, technology and replacement, carry over to the 
educational field? Are the fears of faculty replacement justified? Is that the real concern 
of educators, or is it their ability to effectively use the new tools technology offers? Is the 
“faculty are dead” headline more of a smokescreen to cover up the lack of knowledge 
about technology?
Gentry and Csete (1995) indicate that an undesirable side effect of the 
introduction of educational technology in the 1990s was the “entrepreneurial practices of 
individual practitioners of educational technology” (p. 23). Technology vendors arose 
promising that everything would change, to the better, if the school would just buy 20 of 
whatever they were selling. Every week a new device was targeted. Generally those 
devices did not do what the salesperson said they would. Not always because they were 
not capable of performing the task, but many times because the operator did not know 
how to work the device. Gentry and Csete (1995) listed other problems regarding the 
introduction of educational technologies, all generally fall into the category of poor 
planning: poorly drawn boundaries, ill-defined curricular core programs, sporadic 
research, limited evaluation of the products, inconsistent support, confusion over 
definitions, and the time and resources spent because of the predilection for reinventing 
the wheel (pp. 20-26).
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An interesting move that occurred in the field of educational research was the 
focus on what technology changed in student learning, or if it changed anything at all. 
What emerged from the 1980s and 1990s was the “no significant difference” 
phenomenon, which seemed to fuel the fire of the educational technology skeptics. The 
research basically stated that, with no other variables changed, the use of technology 
makes no significant difference to the student’s learning based upon standardized 
assessments. This trend was so pervasive, even a website was developed to document all 
of the studies resulting in no significant difference (www.nosignificantdifference.org). 
Russell compiled a book starting with reference to a 1928 doctoral dissertation by Crump 
finding “no significant differences in test scores of college classroom and correspondence 
study enrolled in the same subjects” (Russell, 2004, f  1). The website has kept the 
references updated through 2002. Eventually research began to emerge that reported 
there was a significant difference in the educational outcomes with the use of technology. 
The research studies cited on the new website generally showed improvement in student 
learning with the use of technology. There now appears a companion website 
documenting some of those studies at www.significantdifference.org. Russell has not 
compiled a book on that subject yet. The references on that website date from 1975 to 
the present.
Gentry and Csete (1995) not only address the problems with technology, they also 
outline some trends. Use of educational technologies will grow due to diversity of 
students requiring alternatives in delivery methods, pressures from business, business- 
produced electronic educational programming, better computers -  faster -  smarter -  more 
user-friendly, pressure from students, need for independent type of skill development for
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students, desire of individuals to control their environment, and society’s changing needs 
(pp. 26-30). Many of those trends or predictions have materialized. Users do have faster, 
smarter computers, and so user friendly that, or so the joke goes, ‘even a three-year-old 
can do better on one than I do.’ There are pressures from business to incorporate 
technology into the education system. The media reports that Microsoft donates 
software, Gateway donates computers, Cargill funds videoconferencing classrooms, and 
Crestron pilots the use of control systems in classrooms.
Several results or trends that appeared after the 1990s technology explosion are of 
special interest to, and have an impact on, this research study.
1. More independent type of learning skills are being recognized as necessary 
outcomes for students as they leave the institution (King, 2003).
2. Emphasis on student-centered learning, and the desire of individuals to control 
their environment, both students and faculty (King, 2003).
3. Changing demographics of students; different learning styles, and the need for 
a variety of delivery methods (Menges, Weimer & Assoc, 1996).
4. Access to commercially developed educational materials (King, 2003).
5. Much better internet access, computers, and software (Bates, 2000). 
Researchers find that there are controversies in the educational field regarding 
educational technologies: how to use them, do they work, who should use them, who will 
help, what should be used, when it should be used, and who should fund them (Anglin, 
1995; Bates & Poole, 2003; Light, 2001; Ko & Rossen, 2001; Maeroff, 2003; Paloff & 
Pratt, 2003;). What appears to be lacking in the research is why a faculty member 
implements the use of educational technologies.
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Faculty members in higher education are individualistic people and do not make 
decisions to merely follow the crowd. They have the reputation for making their own 
decisions, based upon academic freedom and scholarship (AAUP, 2004). This study is 
interested in the thought processes a faculty member went through in making his or her 
decision to use a CMS in the classroom, a decision that added considerable time for a 
redesign of their course.
Role of the Investigator
I am currently employed as an instructional design coordinator for a technology 
department at a four-year university. My department’s mission is to help faculty in the 
appropriate integration of technology into teaching and learning. This encompasses 
many different concepts: what is appropriate, what is integration, what types of 
technology, and what are the specific goals of teaching and learning. I have a 
constructivist background in my belief that by experience people will learn. Everyone is 
an individual and every situation is unique. One of the reasons I have chosen qualitative 
methods for this study is my interest in hearing unique stories from individuals. In my 
position at the university I teach workshops to faculty on how to use technology tools in 
teaching using software and hardware. I also work on designing classrooms to 
incorporate the appropriate technologies for faculty and students to use. One of the more 
interesting things in my position as instructional designer is the individual consultations 
with faculty. The combination of my work and my studies has led me to develop the 
research question for this study.
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Research Question and Terms
In this study I am interested in finding meaning in the decisions faculty have 
made in using technology in their teaching. Specifically I am looking for their reasons in 
adopting the use of a Course Management System (CMS) in their teaching of 
undergraduate traditional courses.
A CMS is generally defined as a software program that contains an integrated set 
of web-based tools that manage course content (Ko & Rossen, 2001). Educause, a 
nonprofit association that promotes the intelligent use of information technology, defines 
a CMS as “software that has capabilities in three areas: 1) design interface and content 
assembly; 2) the facilitation of communication and collaboration; and 3) course 
management support” (2004, ^). The history of the development of course management 
systems is included in Chapter III.
To summarize that history, for an introductory perspective, faculty began 
providing course materials, such as syllabus, notes, and readings, to students by placing 
them on websites as early as 1995 (Green, 2003; 2002; McGreal, 2000). The reasons are 
not clear, but the data are available for how many course websites there were and how 
many faculty members were using them. This was an innovative teaching method which 
appeared to catch on very quickly. The numbers of course websites grew from year to 
year. In 1996, 9.2 percent of courses had a webpage, and by 2003 that number had risen 
to 37.4 percent (Green, 2003, p. 6). The first tracking of CMS usage was in the year 
2000, with colleges and universities reporting that 14.7 percent of their courses were 
using a CMS and in the year 2003 that percentage increased to 33.6 percent (p. 7).
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Faculty members appear to be making a transition out of the traditional mode by 
posting course materials online. They continue to teach their courses in the classroom 
and supplement the classroom curriculum with the CMS. The term tha'; h,JC developed 
for this type of teaching method is blended learning. The courses have been referred to 
as hybrid courses. Hybrid or blended-leaming courses are traditional courses with some 
online components. Typically some online assignments substitute for in-class time, but 
not always. Hybrid courses can continue with the same amount of in-class seat-time, 
while adding online components with supplemental material for the students.
The University of Wisconsin, Milwaukee, has a complete website devoted to 
hybrid courses. In the section titled, “Advantages,” they claim faculty “almost 
universally report their students learn more in the hybrid format than they do in 
traditional class sections” (UWM, 2003, ^ 2). The research cited to back up this claim 
comes from quantitative data from University of Central Florida’s Research Initiative for 
Teacher Effectiveness (USF, 2004).
Traditional courses are defined as courses taught on campus in a standard, face- 
to-face classroom environment (USF, 2004, f  2). These courses are typically designed 
around the lecture format, with the instructor in the front of the classroom and fixed 
seating for the students (Davis, 1993).
Assumptions and Limitations
In the selection of participants, this study is limited to faculty members who, on 
the surface, independently decided to adopt the use of the CMS in their course. To 
further define this, the faculty participants were not mandated by their department, 
college, or university to use the CMS. Their adoption decisions were made on their own.
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The courses investigated were undergraduate, traditional classroom courses, defined as 
hybrid or blended learning courses. The courses were not online courses, which would 
have precluded a decision on the faculty member’s part about the use of the CMS 
because it would have been a requirement of the course. After these limitations were 
identified, the assumption was that the decision to use the CMS was the participants’ 
own. Reasons, other than the participant’s own did not emerge during the interviews.
Why is the Study Necessary?
As indicated earlier, there is considerable research existing regarding what, how, 
and when educational technologies have been used since their introduction. There has 
been outcome-based research conducted regarding educational technology usage. It has 
focused on types of use, satisfaction with use, and assessments as to the value of its use. 
The research is limited on why educational technologies are used. A recent study, 2002, 
conducted by Educause’s Center for Applied Research (ECAR) on “Faculty Use of 
Course Management Systems” noted in its key findings that “there is little evidence that 
course management systems actually improve pedagogy” (p. 13). This ECAR report 
addresses the skeptics described earlier in the background of this introduction by stating 
in their conclusion:
There is credible evidence that course management systems -  when implemented 
within a cohesive programmatic and management framework -  can enhance 
student performance, reduce drop-withdraw-failure rates, and foster active student 
participation in course activities. (Twigg, 2003, p. 2)
Twigg, Executive Director of the Center for Academic Transformation,
encourages the redesign of the large lecture classes. Twigg leads a Program in Course
Redesign by offering grants from the Pew Charitable Trust to colleges and universities to
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redesign a course (2003). An important component in her redesign program is the use of 
technology, specifically course management systems, in the large lecture courses, and the 
“promise of technology to improve the qua! ty of student learning and reduce the costs of 
instruction” (f 1). Large lecture courses have traditionally been the subject of research 
due to their reputation as poor settings for learning (Boyer Commission, 1998). In the 
review of different teaching formats, the lecture-style is often cited with the lowest 
learning retention rate, though it is the most widely used method throughout the world 
(McKeachie, 2002). The lecture format is viewed as a passive type of learning. A goal 
of the lecturer is to engage the students into active learning. Though, this can be a 
daunting task to a faculty member when presented with a classroom that seats over 100 
students, it can be done.
Recent research has been directed at reviewing how technologies can help to 
create that active learning environment in the lecture halls. McKeachie states that 
lectures are still good for presenting current information, summarizing a variety of 
information sources, adapting the presentation of information to specific groups at 
specific times, presenting frameworks to organize the information, and to focus attention 
on relevant concepts and ideas (2002).
Course management systems can be used effectively to supplement lecture-format 
courses in a variety of ways. The faculty member’s decision to convert from teaching a 
traditional course to a blended-leaming or hybrid course involves considerable time: time 
to redesign course content, course structure, post those materials, and to learn how to use 
the system. Studies directed at the impact of using technologies to enhance the quality of 
learning have suggested that there can be a positive impact on the students (Bates &
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Poole, 2003). The “advantage of using different media and technologies is that they 
allow us to represent the world in different ways” for different learners (p. 51). These 
studies have also documented that though there is a significant time and cost investment 
in the beginning, eventually there are savings in relation to faculty time and funding 




“It is no linguistic accident that ‘building,’ ‘construction,’ ‘work,’ designate both 
a process and its finished product. Without the meaning of the verb that of the noun 
becomes blank” (Dewey, 1934, p. 51).
The purpose of this chapter is to discuss the design of the study, including the 
research strategy used, participant selection and recruitment, data collection methods, 
data organization and management, and data analysis and strategies used to enhance the 
validity and legitimation of the study.
Introduction: The Research Question
This study seeks to determine why faculty members chose to adopt the use of a 
course management system in their undergraduate traditional classroom. Additionally 
the study focused on the process faculty use in making their adoption decision, the 
methods used in the implementation of that decision, and the reasons specific CMS 
components or tools chosen to be used. Several of the general questions used during the 
investigation of the research question were:
• Why does the facuUy member initially decide to use a CMS?
• Why was that faculty member continuing to use a CMS; have the reasons 
changed?
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• What does the faculty member see as the reason for his own specific use of 
each of the components or tools the CMS offers?
• Is there a pedagogical advantage in teaching and learning with the use of a 
CMS?
• Overall, has or does the faculty member plan to increase, decrease or 
continue at the same level in the use of a CMS? This question relates to 
future teaching goals.
The study followed a qualitative model focusing primarily on interviews with 
faculty members. Additional data were collected from different sources, as a method of 
triangulation. The faculty members allowed me access to view content in their CMS 
course website along with approval to sit in and observe their traditional classroom.
Research Strategy: Qualitative
The investigation of the research question was best accomplished using the 
qualitative approach. There is limited research on this topic and what research is 
available is generally found to be quantitative in nature (Bates & Poole, 2003; Glenn, 
Jones & Hoyt, 2003; Mann, 2000). Research has reported trends based on quantitative 
data relating to faculty adoption of a CMS, CMS tools or components used, student use 
of a CMS, time saving or increasing for faculty and students, associated costs, 
administrative support, faculty development needs, and student and faculty satisfaction 
(Morgan, 2003). The focus of this study was on a more naturalistic and emergent type of 
research “attempting to make sense of, or interpret, phenomena in terms of the meanings 
people bring to them” (Denzin & Lincoln, 1994, p. 2). Bates and Poole state during their 
discussion on the influence of technologies on teaching and learning, “it is not an area
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that lends itself easily to quantitative empirical research” (2003, p. 74). The research 
question does lend itself to qualitative methods. It is one that may not be easily answered 
on the surface either to the participant or to me. The participants may initially state 
simple reasons for their decisions, such as, “its there.” I tried to provide an interview 
environment, in the qualitative model, that would lead the participant to verbalize more 
complex and deeper reasons for their decisions. I had no hypotheses or expectations for 
specific themes in this study. The methods were designed to provide a variety of 
opportunities for themes to emerge through the raising of questions, time to reflect and 
review, observations, and follow-up interviews.
Role of the Researcher in Qualitative Inquiry
Lincoln and Guba (1985) outlined three things a researcher must first do before
conducting a qualitative study: 1) take on the characteristics of a naturalist, 2) have or
develop the skill level necessary to conduct the research using the human instrument
appropriate to the study, and 3) develop the research design using accepted naturalistic
inquiry strategies. The skill level is defined by Glaser and Strauss (1967) as the
“theoretical sensitivity” of the researcher (Glaser, 1978).
Theoretical sensitivity refers to a personal quality of the researcher. It indicates 
an awareness of the subtleties of meaning of data ... [It] refers to the attribute of 
having insight, the ability to give meaning to data, the capacity to understand, and 
capability to separate the pertinent from that which isn’t. (Strauss & Corbin,
1990, p. 42)
This sensitivity can come from experience through several sources, review of 
literature and professional and personal experience. For the resulting study to have 
credibility, the readers must have confidence in the researcher’s skill level, and the
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researcher’s sensitivity to and understanding of the data (Patton, 1990). The researcher 
uses the method of processing data as it is collected.
My decision to conduct this study using qualitative methods consisted of several 
factors, the type of research question that I had designed, and my skill level as an 
interviewer. The research question was suited for investigation using qualitative 
methods; there were no preconceived answers that could be assessed using a quantitative 
instrument. My decision regarding using myself as an interviewer was based upon a 
review of several factors; 1) my educational experience relating to teaching and learning 
through coursework, presentations, readings, and observations, 2) my professional 
experience in the field of technology, specific to the use of a CMS, 3) my professional 
experience in working with faculty as an instructional design consultant, 4) my personal 
background in working with people, and 5) my personal, experiential and constructivist 
philosophy of teaching and learning.
I have worked in an instructional technology center at a mid-sized university that 
focuses on the appropriate integration of technology into teaching and learning for many 
years. I work with faculty in groups and individually exploring tools that can be used in 
teaching, coordinate design and installation of hardware in classrooms for teaching and 
learning, and provide support for the campus’ CMS through workshops and 
consultations. My background provided me with a basis for understanding the technical 
data that I collected. In essence, I understood and could speak the technical language, as 
well as the teaching and learning language. Though I was not a faculty member, 1 have 
had the experience of teaching in the classroom and using some of the same tools the 
participants would be discussing. It also gave me a historical reference when listening to
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the discussion of how technology in higher education has changed over the past few 
years.
I took into consideration my position of employment at the institution chosen for 
the study when selecting the study participants. I was cognizant of my role in advising 
on the use of technology so as to not bias the data by selecting someone whom I had 
worked with in a more directed fashion. Though this is not my normal style, to direct 
instruction; I was aware of it as a possible limitation.
I was interested in hearing the participants’ stories, documenting them, and 
making some meaning out of the collection. I saw myself as a narrative inquirer. 
Narrative inquiry is:
... a collaboration between researcher and participants, over time, in a place or 
series of places, and in social interaction with milieus. An inquirer enters this 
matrix in the midst and progresses in the same spirit, concluding the inquiry still 
in the midst of living and telling, reliving and retelling, the stories of the 
experiences that make up people’s lives, both individual and social. Simply stated 
... narrative inquiry is stories lived and told. (Clandinin & Connelly, 2000, p. 20)
Research Site Description
One institution of higher education was chosen for this study. The institution was 
a four-year, doctoral granting, liberal arts university in the upper Midwest with a total 
enrollment of approximately 13,000 students. This institution was currently using 
Blackboard™ as their CMS for courses in the divisions of Academic Affairs and 
Continuing Education. As in many institutions, there was another CMS used by some 
departments that had been designed and developed at this university. In an attempt to 
limit variables that would detract from the research question, the decision was made to 
only focus on courses and participants who were using the Blackboard™ system. If
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another CMS platform was used, I believed there may have been product differences and 
department pressures that could influence the reasons participants used in making their 
decisions to use a CMS. This institution had adopted Blackboard™ as the main campus 
CMS in the year 2000 with the number of faculty using the platform starting at 10 during 
the pilot study in the summer of 2000 and growing to over 300 four years later.
Refinement of Research Question
My research question focused on the use of a CMS in an undergraduate, 
traditional course. In making decisions on what participants to select, I found that further 
definitions were necessary regarding who the participants were, what courses they were 
teaching, and what type of use of the CMS was expected. After receiving questions and 
recommendations from the members of my committee, I reviewed the research question 
and decided to refine the focus of my study. The term, traditional undergraduate course, 
was far too broad. Initially I had a type of course in mind, though I found I had not stated 
that specifically in the proposal. Definition of the type of course 1 was interested in for 
this study was a large lecture class that was a part of the general education requirements 
of the institution. This type of a course can be a challenge to even the experienced 
teacher. The courses are generally taught in large, tiered-style seating classrooms, 
students have enrolled due to general education requirements rather than by choice, and 
the lecture format is the most common mode of delivery.
Faculty participants were defined as faculty who had been teaching this type of 
course for several years. These faculty members were using Blackboard™ (Bb) as a 
supplement to their instruction in the course. They were not first-time users of Bb; they
had been using it for a minimum of one year.
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The third portion of the research question that required further definition was the 
term “use” of the CMS. By use of the CMS I intended that the faculty member was 
using, at a minimum, three components or tools, and that the use was ongoing. This 
further definition of the type of course, participant and use helped in the selection of 
participants.
Participant Recruitment and Selection
Prior to the review and selection of faculty participants I submitted a request for 
permission to conduct the study on the Human Subjects Review Form with the 
Institutional Review Board. I received approval for the study, including interviews and 
data analysis on May 26, 2004.
A list of faculty members using Bb was developed by a series of methods. After 
receiving a course schedule, including course name, department, college, enrollment, 
instructor, and meeting times from the registrar’s office, I chose courses that met the type 
of course definition. Twenty courses were selected from a variety of disciplines. I then 
contacted all of the faculty members teaching the courses to determine if Bb was being 
used, and if so, for how long. Following this contact I arranged to meet with four faculty 
members, individually, to request their participation in the study.
Three faculty members agreed to participate in the study. The fourth faculty 
member agreed to the study, but was not currently teaching the course we were to 
discuss. That fourth faculty member would teach the course in the following semester 
and was willing to be interviewed without a class observation. I decided to work with the 
three participants and review the data to determine whether saturation had been achieved 
before starting interviews with the fourth participant. During the study it became
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apparent the fourth participant was not necessary and the study was conducted with three 
participants.
The three participants selected all met the following criteria:
• The participant was currently teaching an undergraduate course.
• The course had over 80 students enrolled, met in a tiered-style seating 
classroom, utilized the lecture style format for a primary teaching method, and 
was a part of the general education curriculum.
• The participant had adopted the use of a CMS (Blackboard™) in the 
traditional undergraduate course that was the focus of the interviews.
• The participant’s use of the CMS met the following criteria:
o The participant used more than three components.
o The participant was not a first-time user and had been using Bb for at 
least one year.
o The participant used the CMS in more than one course.
• The course had become a blended-leaming, or hybrid course, but, had not 
developed into an online course. Students were still expected to come to the 
classroom for real seat-time.
Protecting Confidentiality
Prior to the first interview I provided each participant with the Consent Form, 
approved by the Institutional Review Board, I had written describing my study, their 
participation, and confidentiality safeguards (see Consent Form, Appendix D). I verbally 
described the study and answered any questions that they had. All three participants 
agreed to the study and signed the consent form. I provided them with a copy of the
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consent form which additionally provided them with contact information in the event 
they had further questions, or decided to withdraw from the study. They were informed 
that their names would be protected, using pseudonyms for the study. All participants 
agreed, with one offering up a suggested pseudonym to use. The participants were given 
the following pseudonyms, Carol, Michael and William.
A master list of each participant and his/her assigned pseudonym was maintained 
and stored in a locked file cabinet in my home. All interviews were recorded using a 
digital audio recorder. The media stick with the recorded files was stored in a separate, 
locked file cabinet in my home. The files were labeled with the pseudonym, date, and 
time of each interview. A working copy of each audio file was stored on my computer in 
a password protected file.
Participants were provided with a transcript of each of their own interviews. The 
transcripts included the date and time of each interview and was hand delivered to each 
participant at least one week after each interview. The transcriptionist hired to type two 
of the interviews signed a confidentiality agreement.
Introduction of the Participants
There were three faculty members who were selected and agreed to participate in 
this study. Each participant was currently teaching an undergraduate course with an 
enrollment of over 80 students. The course was a part of the general education 
curriculum of the institution. The participants had all adopted the use of Blackboard ™ 
(Bb) for the course under review and had used Bb for at least one year. The participant 
had also used Bb in more than one course, not specifically during the interview period, 
but had at some time. More than three components, or tools, were used in the
participant’s Bb course site. The course had become a blended-Ieaming course, through 
the integration of Bb. All three participants continued to expect students to attend the 
classroom lecture, therefore these courses were not the type of blended learning courses 
in which online activities were intended to replace classroom seat time. All three 
participants shared their perspectives on requiring attendance in the classroom, discussed 
later in the section on theme 2.
The participants were given pseudonyms, which have been used throughout this 
report. Initially I considered whether gender would be an issue in this study and decided 
not to use gender-free psudeonyms. It was not necessary to make the participants’ gender 
anonymous. In this study it was not a factor that was being investigated. It may be a 
subject for research in the future. There were two men, Michael and William, and one 
woman, Carol. In an effort to protect the confidentiality I will not identify the courses 
each participant was teaching. I will only identify the disciplines as science and arts.
William
William was my first participant and interview subject. The interview site was a 
conference room located near his office. It was a slow time in his department and the 
setting was very comfortable and relaxed. Several times during the interview a faculty 
member or student came into the room to get coffee or make a photocopy, but the 
interview just continued. Half way through the interview the secretary stopped in to 
show a new, university-produced publication featuring William in his role as a 
researcher. It was interesting to see the respect William received from his staff and 
colleagues.
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William’s first interview focused mainly on his experiences as a student and a
teacher. He was quick to come up with his most memorable teacher. The teacher was
from his undergraduate days in college, “He was a very good teacher at that time I’m
talking 20 years ago.” William shared what he valued in teaching within the first few
minutes of the interview. He knew what was important and related how he incorporated
those values into his own teaching methods.
But, he managed, this being a very difficult class, he managed to get the students 
very interested in it. So that probably was my most, I still remember I can 
visualize him teaching, the interaction that he had with students. You see, coming 
from a different culture there is a major gap between your teacher and the student. 
You don’t sit next to the teacher and talk. You will be standing while talking to 
the teacher. But he was a guy who, you know, treated everybody at his level. It 
turned out to be a very different class than I was used to. So, that probably is the 
most memorable class I ever took.
The course was a complex course, and William described how the teacher gained the
respect of the students and got them involved.
The fact that he, I think that it was the way he related to the students that he 
treated. The way he taught the class he didn’t make us feel that he was way above 
us. Now I know that he was an expert in it, he was a genius. But, in the class he 
didn’t come out saying I’m a genius, I know a whole lot more than you do, so you 
learn what I teach. He didn’t say that. He came out at a level and gradually 
raised our level to whatever the standards that he had set. So we didn’t feel like 
we were in this room with this genius who was way beyond our age. I think for 
any class that it is a good thing to do. It makes the students comfortable.
William talked later about how those same values became a part of his own teaching
methods; interaction, empathy, high expectations, and comfort.
I mean I try my best not to come out as someone who knows a whole lot more 
than the students do. But you know you need to make students feel that yes, you 
are here to teach, you know things that they do not. Not because you are smarter 
than they are, but because ... through experience. So, 1 have had professors who 
have come out saying, I am a whole lot smarter than you. So, that kind of turns 
me off. In my case, I try to work at the level of the student. The students know 
that I have experience. So, because of that I probably know a lot more than they
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do. But not because I am supposed to be smarter than they are. I’m not supposed 
to be smarter than they are. A whole lot of my students are smarter than ... To 
me that, trying to communicate at the same level is very important, I think.
William was an early adopter of the use of technology in the classroom. He started using
the overhead projector as an undergraduate teacher. This was unheard of at his
university; the overhead projector was only to be used for special research presentations.
One thing was that, once again, in 1984 when I started teaching at the East 
University, yes we had transfer overheads, hardly anyone was using it. Yes, we 
had them, and they were used for like when we had research talks and all that.
But nobody was using them for a regular lecture to teach to the students. I was 
one of the first to use them.
William shared his continued use of technology in his teaching, including a description of
a customized program that was written to provide students with access to their own
grades (he credits his wife with writing the program).
So, I got my wife, my wife is a database programmer, I got her to write using Perl 
script a web-based application where my spreadsheet would be automatically 
downloaded onto the web. Each student has a pin number, they would get in 
there and they would see their scores. So, that was my first course management 
software, as such.
He adopted the use of Bb as soon as it was available at the University.
William teaches science at the university and conducts research. He does not 
have a teacher education background; his Ph.D. is in his field. As is typical with 
university faculty who come from a science discipline, they first start the teaching while 
intensely working on “post-doc” research in their field. This was the case for William 
and the other participant, Michael, who is also a science faculty member. Both 
participants discussed the skills needed to be an effective teacher, and the time 
commitments with the post-doc research requirements of their professions.
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Michael
Michael was the second participant selected and interviewed. Michael is a faculty
member in a natural science field, and had been teaching undergraduate introductory
level courses for several years. He also taught upper level and graduate courses. The
interview setting wras in his office in his department. The other two interviews were in
the same setting. The door was open and students would sometimes check in with a
question or two. It was very comfortable and easy to converse.
His description of the most memorable professor came to mind quickly also, but
was different from William’s description. Michael’s recollections dealt more with the
content of the course and the way the teacher put the course together. Michael referred to
that course as his “crystallizing moment,” after which he knew that he was in the right
field. The course made everything connect and fit.
And it was an instrumental analysis, it wasn’t, it wasn’t that it was a particularly 
well taught class. It was just that the subject kind of meshed with a lot of things 
that I had been learning at that point. It was kind the crystallizing moment where 
I thought, hey, this is, this is where I want to, this is what I want to do. I find this 
really, really interesting. So, it wasn’t as much the instructor and how they 
taught, because that was a fairly traditional type of pedagogy. But, it was the 
subject material and how it kind of blended with things 1 had already been 
learning and enjoying. And so, it also had a laboratory with it and that was 
something that was important to me, and I liked to be in the laboratory. So, those 
things kind of gelled So that made it probably a more memorable class for me. 1 
remember the subject material more than I remember the teacher and what they 
were saying, and the book, and what it was doing. It was just that it was the right 
course at the right moment for me.
Later we discussed the characteristics of a good teacher and he came up with three 
teachers that he remembered. Those memories of his teachers helped to define how he 
viewed himself as a teacher today. His first recollection was of the teacher who first
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connected his fun with science as a real interest in the field. She recognized his interest
and engaged by taking a group of students on a field trip.
Yes, there are probably about three teachers from probably middle school up 
through college, through my undergraduate career that I remember the most. I 
probably had a 7th grade teacher, it was a she. And, she recognized that I had an 
interest in science and she tried to help, you know, bring that along. And so she 
had me travel to where she got her degree. So we went there for a little visit, 
along with some other people. And that was good, it kind of sparked some 
interest. She also drew us in and had us do some preps of the some of the lessons 
that she was doing. That was kind of fun.
The second teacher he recalled helped to solidify his decision to choose science for his
career. This teacher was described as motivational, in a “quirky” way.
And then in high school, I had a guy that was fantastic. He was kind of very 
straight-laced, and a lot of people thought he was kind of a quirky guy. And he 
was my science teacher. It was from him that I finally decided that science was 
where 1 wanted to go .... Even though he was really insistent on people doing 
things the right way, it was done in a way that was motivational to me. It worked 
for me. He was very influential. That was a good experience for me.
The last teacher Michael described was the showman. As 1 observed Michael's
classroom after the second interview I saw some of those showman characteristics in his
own teaching methods.
And then my very first year, my freshman chemistry teacher, I'm in a classroom 
of, it must be 600 students, you know, I am 1 just one dot in this big sea. It’s not 
that I made a personal connection to this teacher, but he was a showman. This 
guy, this guy was in commercials... He truly was a showman. He published a 
cooking book. He was in movies ... He ran his lectures like a showman. He used 
visual aids better than I have ever seen them used. [It was] late to mid 80's, and 
you didn’t really have a lot of the video type things. But. he would show video 
clips. He would have them cued up and he would have a staff, he really had a 
staff of people to help him. People in the projection booth, he had other, probably 
graduate students down there helping him prepare things that he would show us 
from the podium. They had come up with this way of doing slide shows, they had 
2 slide projectors and they would fade one out into the other to kind of give you 
the impression of movement. At the time that was kind of slick.
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So, even then, that really kind of captivated my attention. I knew that if you are 
going to teach, particularly a mass lecture, you really have to “wow” them. 
Because it’s very difficult to keep the interest of people if all you are going to do 
is just be a talking head. So, as a teacher he was probably one of the more 
influential teachers. But I didn’t make a personal connection with him. It was 
just, I saw what he did, and it worked.
Michael’s descriptions of memorable teaching methods included connections, 
interactions, performances, and having fun. Through listening to several hours of more 
interviews and observing his classroom, I found that he was just that kind of teacher. The 
characteristics he remembered from those early teachers became a part of his own 
teaching style. I observed one class session where he conducted an experiment for the 
class and set up the stage just as if he really was on stage. He definitely grabbed the 
students’ attention and appeared to create a fun environment in the classroom.
Michael was also a strong researcher. He made similar comments about being a 
post-doc and having difficulty finding the time to improve his teaching methods. He was 
committed and shared the different workshops, seminars, and projects he had attended 
and worked on relating to improvement of teaching. He has also been the recipient of a 
teaching award. Michael did not share this during the interviews; 1 found it out during 
my own research.
Carol
Carol was the last participant selected and interviewed. All participants were 
selected and their first interview was conducted within a two-week period of each other. 
As noted earlier in the confidentiality section of Chapter 11, one participant chose her own 
pseudonym. This participant was Carol. I found out that she names many other things in 
her life such as her car, computer, and stuffed animals, to name a few. To set the scene
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properly for the second interview she brought several ladies along to watch; they were
porcelain figures of renaissance ladies dressed in their “out for tea” outfits, designed and
made by Carol. They were quite a lot of company and watched everything we had to say.
They were very quiet and did not have anything to share.
Carol is a professor in the arts field. She has been teaching for many years and
had many stories to tell. She met the criteria described in the design section of Chapter II
regarding type of course, Bb use, and experience. She was easy to talk with, as were all
of the participants. Her stories about the memorable teacher or memorable class were
varied and unique. Her first recollections were memories more about the content of the
courses, with no direct references to teachers.
I took a class in Aristotle’s rhetoric and we studied the nature of persuasion, and it 
was fabulous, it was fabulous. It ju s t... everything was so clear. And then there 
was one, it wasn’t even a class, it was a workshop, it was again undergraduate. 
Advance group came to University, this was 30 years ago. They had a 
performance, but they came to my modem dance class and talked to us and had a 
little workshop. And one of the things that they said that was one of those 
revelatory experiences, was that many dancers, many dance groups at the time 
was always pose to pose, but that to them it was as important how you got from 
one pose to the next as the pose itself, and this was like ... revelation. So, I 
remember those.
I remember a speech class where suddenly, again, revelation, ‘the way that 
language communicates is through counterpoint.’ For example, you emphasize 
something and it always picks up something else. So, the emphasis is always 
comparing it to something. Well, like if you say, open the door. Then you mean 
open the door, not the cabinet. If you say open the door, it means don’t close it. 
So there are always parallels, two parallel things. And you emphasize to say 
which one of the parallels you mean.
Her recollections of the best teaching experiences were ones in which the teacher 
facilitated her understanding of a concept or a principle. The story of the dance group 
revealed the process of getting to the pose, not just the pose itself. The speech class
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revealed the meaning of counterpoint. She eventually related stories about the teachers
themselves. She talked about the teacher who directed her in her career choice, and the
teacher who took time with his students. Later on in her discussions she connected these
same traits in her teacher mentors to her own teaching style with her students.
There was Torres at South University who was this crazy Brazilian woman. She 
was the one who convinced me that I should be an “artist”. She just seemed to be 
on top of everything, she just knew everything. And I later found out this was not 
the case ... but, at the time she was really good. And of course, my major 
professor, Smith, he was wonderful, took infinite pains with his kids.
Carol, Michael, and William all stressed that connections, fun, revelations, comfort, and
experience were attributes of memorable teachers and became an important part of their
own teaching.
Carol, like William, was an early adopter of the use of technology in teaching.
Carol did not state specific pedagogical reasons for her first use of technology. She liked
to try out new things, she was adventurous.
Essentially, my brother was crazy for computers. My brother had an Atari; my 
brother had a computer when you ran then with tape. The first computer that I 
actually owned was when I was teaching at South University, and I got one of the 
Tandy 1000s with the one floppy drive, the big floppies. Yes, the saucer sized 
one. So, I started using it then. It seemed liked a logical thing to do because my 
brother was raving about it, and everybody had computers. ... I was entirely self- 
taught ... if you’ll leave me with the manual [I will learn how to work it]... And 
it worked.
In talking to Carol and observing her teaching style, I found that she treats her 
students in a similar way. She provides her students with the material, and has an 
expectation that if they want to succeed, they will. In her last interview she said that if 
there was anything that she wanted her students to leave the course with, it was not the
28
facts, the dates, the names; it was paying attention and problem-solving. Carol describes 
her teaching methods as fluid:
I can’t quite get into the stand up in front of the class and do the same routine. I 
can’t ... I have to have feedback. I have to have some sense that someone else is 
in the room with me. And that there is something else going on, that there is 
some kind of learning going on. I’m always changing things; I’m always shifting 
stuff to see whether something works better. My concern is always, to get across 
what it is that 1 want to get across in the most efficient and effective way.
All three participants were very insightful in their descriptions of memorable teachers.
They recognized what were good teaching methods and related how they incorporated
those into their own teaching. Each of them told different stories about how they ended
up teaching in higher education, but their stories shared a similar theme that they had
been told many times along the way that they were good teachers. They all started out
teaching either as an undergraduate or graduate student and just continued on after
achieving the doctorate.
Data Collection Methods
The data collection methods were based upon the grounded theory model of 
interviews, observations, and document analysis (Corbin & Strauss, 1990; Glaser & 
Strauss, 1987; Glesne & Peshkin, 1992; Mishler, 1986; Newman & Benz, 1998; 
Seidman, 1991). As Seidman so aptly stated, “I interview because I am interested in 
other people’s stories” (1991, p. 1). I was interested in what the participants had to say 
about their own teaching methods, what they were currently using, how those methods 
had developed and how and why the use of a CMS as a component of their courses had 
occurred. I wanted to hear their teaching stories, from their own perspectives.
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Since my goal was to learn about the participant’s style of teaching I designed the 
study to include three to four individual interviews with each participant. The interviews 
were recorded using the Sony™ ICD-MS515 digital audio recorder. The recordings were 
stored on a Sony™ Memory Stick. After each interview the files were transferred to my 
computer and stored in a password protected file. Back-up copies of the files were stored 
in a locked file cabinet in my home, separate from the master list of names. Each file was 
stored with a file name including the pseudonym name of the participant, date of the 
interview, and number of the interview. I transcribed the audio files using the Sony™ 
FS-85USB transcriber. Initially I began using Dragon™ Naturally Speaking software to 
help in the transcribing. I found that it became too time-consuming to train the software 
to recognize the voices of my participants.
As a note, I believed if this was more of a long-term study, involving more 
interviews over a longer period of time, the investment in the training period for the use 
of the voice recognition software would have been worth the effort. In the case of this 
study, it was not beneficial. I chose to transcribe the interviews without the software.
The transcribed files were stored in password protected Microsoft™ Word files on my 
computer, with back-ups in the locked file cabinet. The Word files were named using the 
same format as the audio files.
During the interviews, field notes were taken on paper, and added to the 
transcriptions. Prior to the second, third, and fourth interviews the participant was given 
a transcript of their previous interview. I asked that the participant review the transcript 
and to let me know about any changes; additions, deletions or clarifications, at the next
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interview. The final interview transcript was sent to the participant asking for any 
feedback by telephone or e-mail.
In addition to the interviews, in the study design, 1 chose to make observations of 
the participant teaching the course being discussed inside the classroom. The study 
designated “one to two” classroom observations. As was found with the need for further 
refinement of the definitions discussed earlier regarding the course, type of participant, 
and use of a CMS, after the first interview, the classroom observations were redefined. 
With the concurrence of the participants the classroom observations occurred in both the 
traditional classroom setting (one observation) and in the CMS “virtual classroom” 
(several observations).
The initial classroom observation was used to confirm general teaching styles 
discussed in the interviews, sometimes with no references to use of the CMS. This led to 
the need to observe the use of the CMS. The CMS classroom was defined as the 
Blackboard™ course site for the specific course being observed and discussed. The 
change in the classroom observation methods was consistent with the emergent nature of 
the qualitative research design. Initial strategies were not intended to be final before the 
data collection began. The strategies were used as a roadmap, outlining suggested paths, 
though recognizing the need for diversions and redirections through the process of 
observing and interpreting meanings in context (Patton, 1990). After the first two 
interviews, for each participant, and one classroom observation, I found that the addition 
of the CMS course site observation would be very helpful. 1 discussed this in the third 
interview with the participants, in which they concurred.
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I took field notes during the observations in the traditional classroom. I did not 
audio-record the classroom observations. The field notes were typed up and included in 
the participant’s file. The CMS classroom observations consisted of viewing many of the 
components of the course site and printing out statistics on usage of the course site 
(removing any student identification). Notes taken and course-site printouts were stored 
in the participant’s file.
Interviews
As described earlier, all interviews were recorded on a digital audio recorder. 
Following each interview the files were transferred to my computer for transcription. I 
used the software included with the recorder, Sony™ Digital Voice Editor Version 2.13, 
to transcribe the interview. This software enabled transcribing keys on my keyboard 
(F10 = play, FI 1 = stop, CTRL Up = fast forward, and CTRL Down = rewind). After 
transcribing the first interview I purchase a Sony™ Transcribing kit (FS-85USB), 
including a foot pedal, which facilitated the transcribing process.
Initially I was concerned about the length of time it took for me to transcribe the 
interviews. I considered the benefits of reviewing the actual voices during the 
transcription and compared it to the time savings of having it transcribed by a 
professional. After transcribing the first three interviews, I decided to hire an individual 
to transcribe the next two interviews. I found that, by transcribing the interviews myself,
I gained a better insight for the coding process than if I hired out the transcription. Kvale 
describes the transcription, or transformation, of oral to written language as a change 
from one form to another (1996, p. 166). The transcriptions “become frozen in time and 
abstracted from their base in a social interaction” (p. 166). The immediacy of listening to
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the interview shortly after it occurred also helped in my analysis. In all, I transcribed 
seven of the nine interviews myself. The two interviews that I did not transcribe myself,
I listened to when reviewing the transcriptions for accuracy. After discovering the 
advantage of repeated listening to the audio files, I found that I listened to all interviews 
more than once, and certain sections several times (Mishler, 1986, p. 49).
Additionally, I typed the field notes from the interviews and observation notes 
from the classroom observations. If the field notes for the interviews were minimal they 
became a part of the interview transcript file. Observations notes always had their own 
separate file.
Interview Format
Following the initial contact with three selected participants, an appointment date 
was scheduled for the first interview. During this first appointment I described the type 
of study I was conducting. I provided the participant with a consent form to read 
(Appendix D). After the participant read and signed the form I kept one copy and 
provided the other to the participant.
The first interview was designed to leam about the participant’s teaching methods 
starting with the early educational experiences, as a student. The interview topics were 
similar for all participants, though the questions were not identical. The interview 
progressed into sharing experiences that were a part of shaping the style of teaching 
currently being used by the participant. This interview was useful in getting to know who 
the participant was as a teacher and to lay a basic foundation for what was valued in 
teaching in order to understand the subsequent interviews relating to the use of 
technology in teaching, and specifically the use of a CMS.
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The location site for the interview was chosen by the participant. Two of the 
‘ 'participants chose their office or a conference room near their office. The third 
participant chose a more public setting, a coffee shop and restaurant. All of the locations 
were comfortable and the interviews proceeded in a relaxed and conversational manner. 
The first interview lasted approximately one hour. The quality of the digital audio 
recorder was such that it allowed me to place the small recorder on the table or desk 
between we and the participant and record the session, no external microphone was 
necessary (Kvale, 1996, p. 162). This was instrumental in contributing to the relaxed 
atmosphere of the inteiview. The recorder appeared to be unnoticed shortly after I turned 
it on.
Kvale (1996) described research interviews as conversations and places them in 
three conversational contexts.
First, the research interview is treated as a specific professional form of 
conversational technique in which knowledge is constructed through the 
interaction of interviewer and interviewee ... Second, the conversation may be 
conceived of as a basic mode of knowing ... Third, human reality may be 
understood as persons in conversation (pp. 36-37).
These three contexts provide an understanding of the interview conversation in
the framework of methodology (the conversation, the event), epistemology (a way of
knowing and understanding the conversation), and ontology (the reality or existence of
and relationships between all of the participants in the conversation, currently, in the past
and the future). Creswell (1998) discusses knowing, or knowledge as
Knowledge is within the meanings people make of it; knowledge is gained 
through people talking about their meanings; knowledge is laced with personal 
biases and values; knowledge is written in a personal, up-close way; and 
knowledge evolves, emerges, and is inextricably tied to the context in which it is 
emphasized (p. 19).
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Clandinin and Connelly (2000) discuss the research interview, or conversation, in 
the terms of narrative inquiry. They use research framework describing the inquiry as a 
three-dimensional narrative inquiry space.
The following is a graphical representation of what I see happens during the 
interview, based on Clandinin and Connelly’s three-dimensional model (Figure 1).
Figure 1. Narrative Inquiry Space
Temporality addresses the changing space and time, metaphorically speaking, in 
which the interview is set. Though the interview appears to be in a specific physical 
location and a specific time, as it progresses the conversation incorporates experiences 
from past, present, and future changing the temporality of the event, intellectually. I am 
reminded of the temporary nature of the person and the experience.
Personal and social refers to the experiences brought with the interviewer and the 
interviewee and become a part of the inquiry space. A question on the part of the 
interviewer may elicit a reaction from the interviewee changing the dynamics of the 
conversation. As one of the participants describes a memorable teacher instructing all of 
the students to lay on the floor and “clear their heads,” I move into a memory of my
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mother lying on the floor telling me she was “vacuuming out her head” to relieve stress at 
the end of the day. 1 am temporarily in another place, as is the participant.
Place, “attends to the specific concrete physical and topological boundaries of 
inquiry landscapes” (Clandinin & Connelly, 2000, p. 51). The interviewer and 
interviewee are physically in the same place at the same time. That connection brings 
together a new experience; a combination of the personal and social experiences of both, 
creating a unique, three-dimensional space of its own. During the interview that ventured 
out to memories of clearing one’s head, I quickly returned to the physical space and we 
discussed our two connections to past experiences. We created a new shared experience 
through the three dimensions of temporality, personal/social, and place.
It is essential for that interview space to be conducive to developing the 
conversation. In this case, the unobtrusiveness of the audio recorder and the comfortable 
location both contributed to the start of a productive interview. I took very minimal field 
notes in order to keep things in the conversational theme and relied on active listening to 
move the interview forward (Seidman, 1991, p. 59). There were interruptions in all of 
the interview sites. The interruptions disrupted the flow of the conversation, but also 
helped for redirection and clarification of some of the questions and answers. The setting 
helped to establish the natural conversation I was attempting to create. When an 
interruption occurred I paused the recording, reviewed my field notes, and reviewed what 
was last said when we started up again. The interruptions were minimal. Some examples 
were the participant’s cell-phone ringing, espresso machine starting up. students 
wandering in with questions, and secretary stopping in a with message.
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I prepared some sample questions based upon the research design, prior to the 
first interview. The questions were intended to be used as guidelines to get the 
conversation started. The purpose was to elicit the foundational basis product I was 
looking for from the first interview, teaching methods and styles of the participant. 
Therefore, the questions dealt with the participant’s teaching and learning background 
from childhood to the present. Included in the sample questions were follow-up 
questions and wrap-up questions for the first interview. Several questions relating to the 
use of Blackboard™ were included for subsequent interviews.
During the first interview unique questions developed for each of the participants, 
based upon their answers to the initial questions. The sample list was only intended as a 
guideline to initiate the flow of conversation and to keep in mind the basic framework of 
information that I was focusing on (Seidman, 1991). The following is the Sample 
Interview Question list that I used for each of the participants (Table 1).
An example of a unique question coming up in the individual interviews was 
when one participant brought up the use of technology within the first 15 minutes of the 
first interview, and wanted to start talking about a CMS immediately. Another example 
was when a participant’s first reaction to the question regarding a memorable teaching 
experience was to tell the story about an awful teacher. The process of active listening 
helped to redirect the question to gaining information regarding positive, memorable 
teaching experiences. As one learns conducting a qualitative research study, the 
interviewer and interviewee are not always “on the same page.” so to speak, when 
answering and asking questions (Kvale, 1996). It is imperative for the interviewer to
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constantly be aware of the tone and flow of the conversation (Mishler, 1986 ; Seidman, 
1991).
Table 1. Sample Interview Questions.
First Interview Initial Questions for Faculty Participants
1. What was the best course you ever took?
2. Tell me about what you think made it so memorable.
3. Tell me about the teaching methods of the instructor, what worked and what 
didn’t (if something did not)?
Follow-up Questions
1. What teaching methods did that instructor use to make that course so memorable?
2. Do you use any of those same methods in your own teaching?
3. When did you decide to become a teacher yourself?
4. Why did you decide to become a teacher?
5. What or who do you think influenced you the most in your decision to become a 
teacher?
6. What do you think your students would say about your teaching?
7. Are you a memorable teacher?
First Interview Wrap-up Questions
1. When did you first start using technology in your teaching?
2. What types of technology did you first use, and why?
Second and Third Interview Questions
3. What technology tools are you currently using?
4. When did you first decide to use Blackboard™ in your course?
5. What factors did you consider in making that decision?
6. Did you adopt Blackboard™ in all of your courses, or just certain ones?
7. If you only adopted Blackboard™ in certain courses, why those courses?
8. Now that you have used a CMS, would you want to teach without one and why?
The following is a list of some of the actual questions that developed during the 
interviews. They follow the basic flow of the sample questions, but the unique flavor of 
each interview is reflected in the actual sequences.
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Table 2. Actual Questions.
Actual Questions - William
1. What is the most interesting or most memorable class you have every taken, as a 
student?
2. So, when the teacher speaks, you stand up and show respect?
3. You say it was a difficult subject?
4. Do you think how he taught, how that class affected you, did that help shape how 
you teach?
5. So, does that work with your students?
6. It sounds like by having your unique professor in “science” that helped give you a 
different perspective?
7. So, aside from thinking about technology, thinking about your teaching methods, 
what things do you do to provide that comfort to the students?
8. How do they know that you are speaking from experience, but not, as you said 
“smarter than them?”
9. What are things that you do that helps to make them aware of that and makes 
them feel comfortable?
Actual Questions -  Michael
1. What is the most memorable class that you ever took?
2. Did you know that was the field you wanted to be in?
3. Do you think that it happened for other students in the class, or do you think that 
it was unique to you? [the memorable experiences]
4. Do you have a memorable teacher? Do you have anyone that you remember more 
than others?
5. Did you know at that time that you wanted to teach?
6. You mentioned some of the visual aids, do you think that was part of it?
7. Do you think you realized that all at the time, or now, as you are a teacher do you 
go back and interpret it differently?
8. Were you an innovator in getting technology into that large lecture hall here?
Actual Questions -  Carol
1. What was your most memorable class that you ever took, as a student?
2. Do you have anything that sticks out in your mind?
3. Anything else?
4. So, in thinking about your most memorable classes, now, how about your most 
memorable teaching, or teacher?
5. How about your Aristotle one, why is he memorable, why did he ... how did he 
make the class memorable?
6. When did you decide you wanted to teach, and when did you first start teaching?
7. You have been teaching for a while?
8. You talked about the teaching jobs that you just fell into; do you think there was 
more of a purpose there?
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The actual questions did follow the line of inquiry 1 had developed in the research 
design, though each participant brought his or her individual perspectives to the first 
interview. I found with one participant I had to prompt to get the first memories, and 
after that, the stories just flowed. The other two participants picked a memory out 
immediately, and even jumped into the connections with technology pretty quickly. Each 
participant was interviewed three times. Saturation appeared to be achieved 
approximately half way through the third interview for all of the participants. Analysis of 
field notes and interview transcripts revealed no new information after the second 
interview for each participant. The third interview was used to clarify data that emerged 
during the first two interviews and observations.
Observation Format
Based upon the original design of the study one to two class periods were to be 
observed for each of the participants. After several interviews an observation of one 
classroom session for each participant was conducted. Several observations, or 
examinations, of the Blackboard™ course site for the course being discussed in the 
interviews were conducted over a four to six-week period. This change was initiated for 
several reasons: the conversation about the participant’s teaching methods during the 
interviews, the suggestions by the participants, and my own observations in the 
classroom.
I received permission from each participant to observe the physical classroom 
during the course’s class period. The participant suggested some specific class periods 
that would be of interest. 1 observed a class period for all participants after the third 
interview. I came to the class approximately five to ten minutes prior to class and sat in
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the back of the room. I did not interview students in the course. The classroom 
observations were not audio-recorded. Field notes were written relating to general 
teaching styles, instructor to student interaction, student to student interaction, and 
general content of the instruction. No names or specific references were written to 
identify individual students. The purpose of the physical classroom observation was to 
provide a source of triangulation for interpretation of the comments by the participants 
during the interviews.
Prior to the classroom observation I formulated a list of things to watch for, based 
on the interviews with the participants. There were specific items that were unique to a 
participant’s classroom and general items that applied to all participants. Generally I 
took note of teaching styles and the methods used as discussed m the interviews, student 
participation and interaction with the participant, and the overall feel of the classroom. 
Specifically I would watch for a unique event that had been described by the participant. 
An example of this is the introduction of a new tool that was to be used in William’s 
classroom. I observed the course on the day that he and the students used the new tool.
The virtual classroom, Blackboard™ course-site, observations were started 
following the second interview for one of the participants, eind following the third 
interview for two of the participants. The format used for the course -site observation 
looked at the following standard areas in each of the participant’s courses (Table 3).
In Blackboard ™, an instructor of a course site has the right to add, delete, or 
change course menu areas. Each of the three participants had unique menu items they 
created for their specific content. I observed the differences, took notes, and watched for
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Table 3. Standard Blackboard™ Course Site Areas
Course Site Areas Description of standard use of this area
Announcements Posting notices regarding additions to the course site, changes in 
the course, and reminders
Faculty Name of instructor and contact information
Syllabus Syllabus for the course
Course Documents The “heart” of the course, generally used to post lecture no tes, 
readings, handouts, presentations, audio and video files.
Assignments Description of course assignments, online and in class
Tests & Surveys Online quizzes, tests, study guides, and surveys
Communication Discussion board, chat room, e-mail, instant messaging, and 
groups
Library Link to the campus library website
Web Resources Links to websites posted by the instructor for use in the course
Student Tools Student grades, Blackboard™ manual, digital dropbox
changes between the different observations. Each participant used the course site in 
unique ways. I took notes of what to look for in the course site based upon the interviews 
and observed those particular areas. For example, one participant, William, described his 
use of the discussion board. So, during each observation of his course, I looked at the 
discussion board and read the entries.
One of the purposes of observing the course-site was to observe the use of the 
areas by the students in the course. In order to document this usage ! looked at the
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Course Statistics area of the course site. This area of the course site provides information 
to the instructor, as to who, what, where, and when students are accessing the course site.
I conducted an analysis of the course statistics during every observation. In order 
to protect the privacy of the students, I deleted the student names associated with the data 
and saved the file. The files were saved in a .csv format and opened using Microsoft 
Excel for viewing. File names included the participant’s pseudonym and the date the file 
was created. Three course statistics files were saved for each participant’s course over a 
two month period. Blackboard™ displays the statistics in various formats: a pie chart, 
histogram, and numerical table listing percentages and number of accesses. The 
following is an example of a pie chart displaying overall access by all users of the course 




































Figure 2. Sample Blackboard™ Course Site Access/Application by Percentage.
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Figure 2 is a sample, not from an actual course, of the type of information 
collected by the Blackboard™ software in the course statistics area. This figure shows 
that 36.7% of access to the course site has been in the content area. The content area is 
where the “heart” of the course is located. Sections included in the content area are 
syllabus, course documents, assignments, web resources, and customized areas added by 
the individual instructors.
In this sample course Announcements, the default homepage, accounted for 
26.9% of the access. The data collected in Bb indicate the number of “hits” to the 
particular page. The data do not indicate actual usage. If a student logs in to 
Blackboard™ and clicks on the course-site, one hit is counted. If the student clicks in any 
one of the content areas, another hit is counted. The data do indicate that individual 
students are logging in and viewing information. It does not provide information 
regarding what the students are doing during the viewing and how long the viewing 
occurs. The information collected by the Blackboard™ software using the Course 
Statistics tool is listed in Table 4, below.
Course statistic information is also available for individual items posted in the 
course site. When the instructor posts a document, a selection can be to “track” the 
access of that document. When the tracking option was available I viewed the results, 
showing access to that particular document. Since use of the tracking feature is a choice 
of the instructor when the document was posted, not all participants chose that for all 
documents. During my course site observations I checked tracking on documents that 
were specifically mentioned in the interviews or classroom observations. Other 
documents that were posted received sporadic checking.
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3. Access/Hour of 
Day
4. Access/Dav of 
Week
• Aggregate for entire class by percentage
• Individual students by number of accesses
• Number of accesses as an aggregate for entire class by 
date
• Numbers of accesses for individual students by date
• Number of hits as an aggregate by hour of day
• Percentage of hits as an aggregate by hour of day
• Number of hits as an aggregate by day of week
• Percentage of hits as an aggregate by day of week
Data Analysis: Defining Grounded Theory Methods 
Strauss and Corbin (1990) outline three main components of qualitative research. 
Data collection is the first component. In this study the data came from interviews and 
observations. The second component is analysis or interpretation of the data. The goal 
of this component is to seek meaning from the data and to “arrive at findings or theories” 
(p. 20). The third component is the report, usually in a written format. By listing the 
three components in a linear fashion, I do not mean to indicate that the process is linear. 
It is an integrated approach to research that is common in evaluation and assessment. At 
times, it appeared to be circular, in that I had collected data, analyzed, wrote notes, 
collected more data, analyzed, and wrote more notes. At other times it appeared to be
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more interactive, or as described in the world of the internet, I hyperlinked back and forth 
between components.
My research design was based upon the grounded theory approach, where theory 
emerges inductively from the data. It was grounded in the data rather than being abstract 
or tentative (Glaser & Strauss, 1967). The theory building is an inductive process. It is 
not produced a prior and tested, it is
... inductively derived from the study of the phenomenon it represents. That is, 
discovered, developed, and provisionally verified through systematic data 
collection and analysis of data pertaining to that phenomenon. Therefore, data 
collection, analysis, and theory should stand in reciprocal relationship with each 
other. One does not begin with a theory, then prove it. Rather, one begins with an 
area of study and what is relevant to that area is allowed to emerge. (Strauss & 
Corbin, 1990, p. 23).
My focus was on the process of the research; noticing, collecting, thinking, and 
constantly comparing. The following is a model of the process, with the understanding 
that, though it appears linear, is circular, interactive and hyperlinked (Figure 3).
Figure 3. Grounded Theory Building
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“The grounded theory approach is a qualitative research method that uses a 
systematic set of procedures to develop an inductively derived grounded theory about a 
phenomenon” (Strauss & Corbin, 1990, p. 24). It may sound as if the procedures are 
rigid. They are only rigid in the sense that the process must be followed in order to 
assure a good research study, with validity and reliability. Lincoln a  id Guba (1985) also 
emphasize the importance of a credible research study. To be credible the research must 
have “truth value” giving the readers confidence in the study (Newman & Benz, 1998, 
p. 56). Maxwell (1992) describes “five broad types of categories of understanding that 
are relevant to qualitative research and five corresponding types of validity” (p. 284).
The first type of validity is descriptive validity, referring to the factual accuracy of the 
data. The second type is interpretive validity, focusing on the emergence of meaning 
from the participants’ perspectives. Theoretical validity is the third type addressing the 
“theoretical constructions that the researcher brings to, or develops during, the study”
(p. 291). The fourth type is general izability. In qualitative research generalizability 
refers to making “sense of the particular persons or situations studied” (p. 293) and is not 
meant to imply a systematic generalization. The last, fifth type is evaluative validity 
involving the “application of an evaluative framework to the objects of study, rather than 
a descriptive, interpretive, or explanatory one” (p. 294).
It is important to follow the process, systematically to ensure the credibility, but it 
is additionally important to remember the creativity aspects of the process. During the 
coding and sorting stages of the process creativity helps to understand, categorize, create 
new associations.
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Glaser initially identified only two criteria forjudging the emerging theory 
(1967). Later Straus and Corbin (1990) added to the list for a total of four criteria.
1. Does it fit the phenomenon from which it was derived, does it make sense in 
the context from which it is derived?
2. Does it work, does it provide an opportunity for control, or a basis for action?
3. Does it make sense outside of the context and is understandable to others?
4. Was the data collection comprehensive, did the researcher find saturation, is 
the theory capable of generizability, and abstract enough to be applicable in 
other contexts (pp. 249-258)?
Through the process of constant-comparing, these four criteria are reviewed. Grounded 
theory' is referred to as “the constant comparative method of analysis” (Glaser & Strauss, 
1967, pp. 101-114). Data analyzed using a systematic approach involving three main 
types of coding that follow a sequential order; open, axial, and selective (Corbin & 
Strauss, 1990).
Credibility, validity, and rigor are assured when the researcher follows the 
systematic and formal process of data collection, analysis, and theory generation defined 
in grounded theory fundamentals. Comparative analysis, investigation of different 
portions of data, and integration of theoretical concepts protect the credibility and validity 
of the interpretations (Glaser & Strauss, 1967).
“Open coding” is the first stage of the coding process. Its definition is the same 
as its name; an open process of applying labels to the data. The researcher starts with the 
first interview and places conceptual labels on parts of the conversation. As the coding 
proceeds the labels fall into categories and patterns start to emerge. The data arc looked
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over closely, compared for similarities and differences and codes are established. As the 
interviews progress, more comparisons occur within and among participants. Natural 
grouping of codes or concepts occurs as the number of codes increases. This process is 
referred as categorizing, “grouping concepts that pertain to the same phenomena”
(Corbin & Strauss, 1990, p. 65). This stage is summarized as the “process of breaking 
down, examining, comparing, conceptualizing, and categorizing data” (p. 61).
“Axial coding” is the second stage of coding. Axial coding starts the process of 
building connections within and between the categories developed in open coding. It 
connects codes to each other, through a combination of inductive and deductive thinking. 
In open coding the data are taken apart, fracturing them to view and identify the 
components and concepts. Axial coding puts it back together, in new ways. This is a 
part of the analytical process where creativity is essential. The researcher needs to look 
outside of the normal framework and see the data with a new set of eyes, with a new and 
different perspective. During this stage researchers use a coding paradigm model that 
helps to view the data in a systematic manner. An example of this model follows:
The third, and final, stage is “selective coding”, which involves the process of 
selecting and identifying the core category and systematically relating it to other 
categories. It validates the relationships by filling in and refining and developing those 
categories. When the categories are integrated, they form the theoretical structure of the 
analysis. Grounded theory becomes literary at this stage, it tells a story. The central idea 
is to develop a single storyline that all of the concepts and categories fall into, One 
single, core concept exists.
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Table 5. Axial Coding Paradigm Model.
Element Description
Phenomenon The interest, experience or subject of the research.
Causal conditions The events or variables that lead to the occurrence or development 
of the phenomenon, the causes and their properties
Context It is the specific locations and properties of background variables 
that influence the action, experience or strategies.
Intervening
conditions
It relates to context by adding variables that can moderate or 
mediate the event.
Action strategies Activities that are purposeful and goal oriented, performed in 
response to the phenomenon and intervening conditions.
Consequences These are the consequences of the action strategies, which can be 
intended and unintended. (Strauss & Corbin, 1990, pp. 99-107)
There are several steps that help to define the process of getting to that core
concept.
1. Explication of the story line -  a restatement of the event or experience in a 
manner that relates to the core category identified in axial coding.
2. Using the paradigm model to relate or connect subsidiary categories to the 
core category.
3. Relating categories at the dimensional level, the ranges within the categories.
4. Validation of relationships against data -  does it fit, does it work. Generate a 
hypothetical relationship between the categories using data collected and test 
the hypotheses.
5. Further refinement of the storyline. (Strauss & Corbin, 1990, pp. 117-118)
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If the final step can be completed a storyline that meets the criteria listed earl ier for a 
good grounded theory has been developed.
Data Analysis: Applying Grounded Theory Methods 
In this section, I describe how I applied the grounded theory methods described in 
the previous section using the constant comparative process. I have identified the 
procedures used in recording the interviews, transcribing the recordings, using software 
as a tool to help in analyzing the data with open and axial coding, and preparing the data 
for selective coding. Chapter III discusses the selective coding stage of the analysis.
Analysis Using Ethnograph™ Software 
The transcriptions were typed using Microsoft™ Word version 2003, a word 
processing software application. Transcriptions of the interviews averaged 15 pages in 
length in the Word format. After the Word file was completed it was imported into 
Ethnograph for coding and analysis. Ethnograph, version 5.08, by Qualis Research, is a 
software program designed to facilitate the interpretation of the interview and 
observational research data. Kvale (1996) discussed the advantages of using computer 
software to analyze the interview.
Computer programs for analyzing interview texts may save the qualitative 
researcher much of the drudgery of analysis and thereby enable concentration on 
meaningful and creative interpretations of what was said in the interviews. A 
further advantage is that the programs force the researcher to make explicit 
commands to the computer, which when reported can give the readers insight into 
what often seems like a black-box method of interview analysis, (p. 174)
Kvale warns the researcher not to rely on the computer and miss the dynamics contexts of
the lived experiences talked about in the interview setting (p. 175).
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Weitzman and Miles (1995) reviewed 24 different computer programs and 
developed a list of the ways computer software can help in the management, 
organization, and analysis of qualitative research. I have summarized their list, including 
the items I used in my research process.
• Typing and editing field notes and interviews -  handwritten notes from the 
field and digitally recorded interviews were transcribed using Word™ after 
the interview or observation,
• Coding: attaching codes, concepts to segments of text to permit later retrieval 
for analysis and connections.
• Storage: keeping text, graphics, spreadsheets and digital files in an organized 
database.
• Search and retrieval: locating relevant segments of texts and making them 
available for analysis.
• Data "linking": connecting relevant data segments to each other, forming 
categories within and between participant files.
• Writing memos: writing reflective notes relating to sections of the text (data) 
for retrieval, analysis and connections.
• Content analysis: counting frequencies, sequences, and specific locations of 
codes and memos.
• Data viewing: searching for and retrieving data segments for display in 
different formats, as a group or by individual participant (data set).
• Conclusion-drawing and verification: provides access to the data for
verification during axial and selective coding stages.
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• Theory-building: developing systematic, conceptually coherent explanations 
of findings; testing hypotheses.
• Graphics: creating diagrams that describe process, data, findings and theories
• Preparing, editing and presenting final reports (1995, p. 5).
One can find researchers who sit on either side of the computer-assisted 
qualitative data analysis (CAQDAS) question, whether to use a computer or not 
(Glesne & Peshkin, 1992; Richards & Richards, 1993; Strauss & Corbin, 1990;
Weitzman & Miles, 1995). The recommendation from most is that the individual 
researchers should examine the advantages and disadvantages and formulate decisions 
based on their own needs and skills to make the best use of computers for their research.
In my case, my skill level with the hardware and familiarity with the software allowed me 
to take full advantage of the computer to aid in my research.
The text files, once imported, averaged about 1,100 lines of text for each 
interview, resulting in approximately 33 pages. Ethnograph Editor placed the text along 
the left side of the screen, leaving the right side of the screen for coding. An example of 
a section of Carol’s first interview is shown in Figure 4.
Open Coding With the Constant Comparing Method
After importing the text file into Ethnograph™, I coded the interview, using open 
coding methods (Strauss & Corbin, 1990). The first interview was coded using the quick 
code method. The process for this method is to select a section of the text, type in a code 
word that applies to it and move on to the next section of text. A screen shot of coding of
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Figure 4. Ethnograph™ Editor.
Michael’s first interview is shown in Figure 5. Lines 137 through 143 were coded 
“teaching”, lines 140 through 143 with “self-motivated”, and lines 144 through 147 with 
the code word “connection.”
Figure 5. Coding: First Interview
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During the transcription of the first interview, I wrote down some ideas, codes, on 
a note paper to use during coding. As those sections of the text came up I created codes 
from those notes. By the end of coding the first interview I had created 41 single codes. 
Many of those codes were used for more than one section of text. When this started to 
happen I went to the code file and typed in descriptions of the quick code words, 
realizing that they were becoming significant and requiring an explanation for reference. 
Figure 6 is another screen shot from Ethnograph™ showing how a definition for the code 
word “Visuals” is added. Figure 6 also shows where the parent code “technology” was 
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Figure 6. Editing Code Words: Adding Definitions.
As the opening coding process continued I began making some preliminary 
connections by establishing a “parent code” for some of the quick codes. An example of 
connecting relationships was in the first interview when William spoke about his use of 
visuals in his first year of teaching,
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And so, students were very interested in seeing the colored diagrams and things 
like that. That was technology at that time. And then, when I started teaching at 
University of Missouri, I started converting my lectures, at that time it was Word 
Perfect. So, it was not animated, just a Word Perfect slide, being projected onto a 
screen. But the advantage there was that I could have a diagram that was much 
more clear than what I could have drawn on the chalkboard within 3 minutes.
I coded that section of text, initially, with the code word “visual”. Later I went back and 
added “technology” to the line where he used the same term.
That section of text became richer as I connected between visual and technology 
by identifying technology as the parent code and visuals as the child code. The code 
word, “time”, defined as time savings, was added to that section when I recoded the 
interview after a second interview. The code words are all organized into a Code Book, 
Figure 7, listing the code word, parent code, definition, whether it has been used in to
code any of the text, the date it was created, and the date any modifications took place.
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TOOLSUSED Announcements used In CMS to commun YES 
COMMUNICA1 Anonymous communication frlom studen YES 
TOOLSUSED Assessment tools used in CMS • quizzes, YES 
TOOLSUSED Online assignment feature used in CMS YES 
STUDENTS Attendance in class YES
STUDENTS Student's attention during class YES
STUDENTS Attitude of students YES
BENEFIT Information available Immediately to studi YES 
None Benefits to the student YES
TECHNOLOGY References to Course Management Syste YES 
STUDENTS Student are comfortable In class YES
None Communication between students and te YES
CONTENT Diagrams and concepts are complex YES 
CONTENT Teaching and learning concepts YES
CONTENT connections made to facilitate long term fa YES 




































Number Of Code Words: 87 Tree Level of Selected Code Word
Figure 7. Code Book.
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After completing the coding process for all nine interviews there were 87 codes
that emerged. The code book that was created during this open coding process is listed in
Table 6. The code word was limited, by the software, to 10 characters. The code word is
listed on the left and the description assigned to it on the right. The descriptions changed
throughout the coding process, usually by adding more comments for clarification.
Initially the description was a restatement of the code word. The code word “Teaching”,
was described as teaching. As I began to use that code more the description became:
Teaching, the practice of teaching, in the classroom and online, not exclusive to teachers.
The Code Book listing 87 code words and descriptions is located in Appendix B.
Memos were written, using the Ethnograph™ software, to document thoughts as I
went through the coding process. Strauss and Corbin (1990) define memos as “written
records of analysis related to the formulation of theory” (p.197). I used the memos for
this purpose, but also to note special quotes from the participants that would be helpful in
the written portion of the study. An example using the memo for theory building was
during an interview with William. We were discussing his open and trusting style of
teaching. I titled this memo, “openness & accessibility.”
Yes, it creates an atmosphere of openness. I think ... The simple fact that I trust 
them to look at the lecture notes, print them, and then come to class and make use 
of them. I think they feel that I am more accessible that way too. Most of my 
information is on the web for them to see. Hopefully I am not a mystery to them 
anymore.
This section of the interview was coded for openness, accessibility, teaching, teaching 
methods, and responsibility. The coding was necessary so that during the analysis 
process I was able to use the codes to create categories. The coding does what it is
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intended to do; it fragments the conversation. What the memo helped with is it allowed 
me to pul), out a complete section, in context of the interview, to support the theory.
I used memos to document special quotes to help in sharing unique characteristics 
of each of the participants. These quotes are used to help tell the participants’ stories to 
the readers without having to include the full three to four hours of interviews. The 
special quotes are short, but, in combination, can provide a glimpse of the type of person 
who shared their teaching and learning stories, for example Michael said “the emphasis 
should not be on your teaching, the emphasis should be on what do I do that helps 
students to learn ... by far, that is the most important thing.” Carol’s early thoughts about 
teaching were quite different from Michael’s, “Both my parents were teachers, and I used 
to swear for years that I would do anything but teach. I would be a cost accountant; I 
would do anything to avoid teaching!” She continued on to explain how she fell into 
teaching over and over again starting in undergraduate school. Her first undergraduate 
experience ended quite abruptly,
Then the mother superior called me into her office and explained to me in no 
uncertain terms that 1) many of the students in the class were borderline and they 
really wanted to get rid of them and if I gave them grades that were too good ..
I'm not kidding she really said this ... if I gave them grades that were too good 
they would not have an excuse to get rid of them, so I couldn't do that. And 2) 
that my class was too noisy, this was a speech class. And 3) that they were not 
supposed to be ever speaking Spanish in the class because this is where they were 
learning English. And, I said, thank you very much I think we won't suit, and left. 
So that was the end of my first teaching job. (Laughs)
The memos provided me with references, based on my coding of the memos to passages
about the person. Memos relating to theory-building were labeled with the concepts.
Memos were also used to help ask myself questions. 1 marked certain sections of
the text and noted in a memo to remind myself about questions to ask during the next
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interview. After the questions were answered, I either changed the memo to reflect the 
answer or I restated the memo and coded it for the appropriate use. Many times sections 
of text that had memo questions ended up having codes applied to the section when the 
clarifications were made by the participant or myself after reviewing the entire interview. 
Ethnograph™ was very useful in the management of the data. Initially the storage of the 
text files and coding helped to bring the individual interviews into a group linking codes 
between participants. During analysis, the use of Ethnograph™, as a tool, was extremely 
helpful. It provided me with timely access to information which helped immensely in 
providing opportunities for creative connections and “out of the box” analysis. Schwandt 
(1999) describes the process of understanding by taking risks, an integral component of 
creative thinking.
. . .  understanding requires an openness to experience, a willingness to engage in 
a dialogue with that which challenges our self-understanding. To be iin a dialogue 
requires that we listen to the Other and simultaneously risk confusion and 
uncertainty both about ourselves and about the other person we seek to 
understand. (Schwandt, 1999, p. 458)
The “Other” refers to the research participants. This description is of Schwandt’s third 
stance of the Other, requires breaking out of the researcher’s general and typical 
understanding of the participant and the situation.
Axial Coding Continuing the Constant Comparing Method 
During the open coding process categories began to emerge that connected 
fragmented code words into a more coherent collection. Glesne and Peshkin (1992) 
encouraged early examination of research data by providing an analogy of a squirrel 
hoarding acorns.
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Unlike a squirrel hoarding acorns for the winter, you should not keep collecting 
data for devouring later. Rather, examine your data periodically to insure that 
your acoms represent the variety or varieties desired, and that they are meaty 
nuggets, worthy of your effort, (p. 130)
Though stated in a more colorful manner, the acorns represent the constant comparative 
method that is necessary in grounded theory qualitative research. I looked over the 
acoms, code words, after every interview to “fine tune” them. Codes and descriptions 
were added and deleted during this process.
At times I found I had two code words that meant the same thing, and were, 
maybe, spelled differently. In those cases I deleted one of the codes and added the deleted 
code sections to the remaining code. Another type of duplication was when code words 
were variations of the same word. Relate, relating, relational, relations, and relationships 
all appeared to mean the same thing. In a review of the lines of text associated with the 
different codes it appeared that there were two meanings that fit. One meaning was 
ability of the teacher to relate to the students in a manner that encouraged communication 
between student and teacher. The second meaning was the ability of the student and 
teacher to relate concepts taught in the course to concepts outside of the course, a critical 
skill in problem-solving. There were two different meanings, one interpersonal, and the 
other relating to learning and critical thinking. I reviewed the sections of text for each 
code and recoded the sections to match two codes, “relating” for personal relationships, 
and “connection” for content and learning. The descriptions for each of the codes 
reflected their defined meaning and use. This process was ongoing throughout Ihe 
analysis.
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Axial coding, the second stage of grounded theory analysis, begins the process of 
building connections within categories. The category building became a part of the 
review of the individual codes. I assigned parent codes to single codes as I reviewed 
meanings. At one point I had over 130 single codes. By refining and categorizing, I 
ended with 87 single codes with three levels (parent-child code levels). A parent code is 
a single code that, in a hierarchical sense, is above another code. The code below is then 
referred to as the “child” code. The resulting diagram is a “family tree” identifying 
parent, child and single codes. The family tree is established during the initial axial code 
stage and is shown below in Table 6.
Table 6. Family Tree: Initial Axial Coding Stage.
Parent Code Child Code Child Code Child Code Child Code
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The family tree that developed later, after axial coding, during the theory 
formulation process of selective coding, was more cohesive. The tree represented in 
Table 6 lists eight main categories with four levels of subcategories and is still too 
fragmented. Themes were emerging from the data. In an effort to put together the 
themes into a more cohesive structure, with tighter connections, and applicable to the 
research question, a fresh review of the data was required. To further analyze the theme 
surrounding communication 1 re-read the text associated with the codes and listened to 
the interviews again, if necessary, for clarification of context. Other useful tools used 
during this stage were the files containing notes from the classroom and course site 
observations.
The axial coding paradigm model was used to begin the reorganization and 
reconnection, or new connections that were necessary. I went back to the beginning 
question, “why do faculty choose to use a course management system in teaching their 
courses?” to refocus and move outside of the framework of the direction the data 
appeared to be leading me. Because the interview data were so rich in content, I had 
collected more than the acorns I was looking for. To further the analogy provided by
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Glesne and Peshkin (1992), I had collected leaves, bark, wood chips, twigs, limbs, roots, 
and much more. All of the “extra” data were useful in developing a picture or storyline 
about the participants, but tended to fragment the development of themes.
As I wrapped my thoughts around the research question many of the categories 
became enveloped within themselves. I was interested in why the participants decided to 
adopt the use of a CMS. I was hearing many things about what they were doing after 
their decisions. Simply stated, what 1 needed to look at was how all of the “whats,” as a 
whole, could explain or make meaning of the “why.” “Communication” and “course” 
both became a part of “teaching;” “responsibility” became a main theme, including 
“student” and “teachers,” and the analysis process continued.
The paradigm model is used by taking an open coding category and placing it at 
the center as the central phenomenon and then relating all other categories to it (Strauss 
& Corbin, 1990, pp. 99-107). Figure 8 diagrams how the axial coding paradigm model is 
a circular process. The consequences, intended or unintended, affect the central 
phenomenon, starting the process over again and create new and modified action 
strategies. The black, solid arrows indicate the initial path of events conditions, actions, 
and consequences. The gray, dotted, arrows indicate the circular path created as the 
result or results of some consequences.
Using the Axial Coding Paradigm mode! helped me to work through the changes 
by reflecting on the research question through the use of verification and validation 
methods. 1 worked through the ten categories that emerged in open coding with the 
paradigm model. Additionally 1 listened to the tapes, reviewed and made some changes 
in the codes and family tree, and observed the course site observations to help in the
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analysis. After analyzing the ten categories, I used the paradigm model to analyze the 
central phenomenon or event that three faculty members chose to use a CMS in their 
courses. A detailed listing of the analysis is shown in Table 7.
Figure 8. Axial Coding Paradigm Model (circular).
Following the use of the paradigm model, five themes and several sub-themes 
emerged from the analysis. The sub-themes were incorporated into more detailed 
descriptions of the themes. The analysis is included in Appendix C.
The first theme was that the use of the CMS facilitates communication between 
the faculty member and students in a large lecture course, critical to the success of both 
the teacher and the student. Timely feedback is an important part of assessment, and the 
CMS provides that by the use of e-mail, posting of grades, responses to online
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Table 7. Axial Coding Paradigm Model Used in Grounded Theory Development.
Element Description
Central Phenomenon 
The central event around 
which the actions are 
directed. "What is this data 
referring to (Strauss & 
Corbin, 1990, p. 100)?”
Causal conditions 
Specific “events or incidents 
that lead to the occurrence 
or development of a 
phenomenon” (Strauss & 
Corbin, 1990, p. 100) 
aspects that were in place 
before the phenomenon, a 
set of causes and their 
properties.
Context
Background variables thaf 
lead to the development ot 
the phenomenon. Causes 
with a “specific set of 
properties that pertain to a 
phenomenon” (Strauss & 
Corbin, 1990, p. 101) that 
influence the actions: when, 
how, number, and type.
Three faculty members have chosen to use a CMS in a 
large, traditional, undergraduate course.
-  University made the investment in Blackboard™, a 
CMS, on the campus
-  Assignment to teach a large lecture-style course
-  Changing demographics of students
-  Faculty member’s goals in teaching
-  Faculty member’s teaching style and methods
-  Faculty peers -  encouragement
-  Student expectations
-  Organization of content
-  Connection of courses to other courses (sequencing of 
courses with resulting outcome expectations)
-  Course is a traditional, general education class with a 
large enrollment, located in a tiered, fixed-seating 
lecture hall.
-  Faculty members were not schooled in teaching 
methods, they were content experts
-  Specific experiences in teaching similar types of 
courses before use of a CMS
-  Faculty member’s time commitments to research, 
teaching and service
-  Individual faculty member’s experiences, as a student 
in the classroom
Intervening conditions 
Broader social and political 
conditions “act to either 
facilitate or constrain the 
action/interactiona! 
strategies taken within a 
specific context” (Strauss & 
Corbin, 1990, p. 103).
-  Students with expectations of immediacy based on 
prior experiences
-  Mixture of students that want to and ones that are 
required to take the course
-  Increases in accessibility and availability of course 
content from textbook publishers and the internet





Technical and concrete 
actions “directed at 
managing, handling, 
carrying out, responding to a 
phenomenon as it exists in 
context or under a specific 
set of perceived conditions” 
(Strauss & Corbin, 1990, p. 
104). Purposeful and goal- 
oriented actions in response 
to the phenomenon and 
intervening conditions.
Consequences
Events or happenings, actual 
or potential, intended and 
unintended ... can be 
circular, “consequences of 
action/interaction at one 
point in time may become 
part of the conditions in 
another” (Strauss & Corbin, 
1990, p. 106).
-  National trend toward presenting course content in 
different formats to accommodate: different learning 
styles and students with disabilities.
-  Posting lecture notes prior to class with the 
expectation that students will view, print, prepare and 
bring to class
-  Posting grades, providing information for the students 
to understand and control their progress
-  Posting detailed description of assignments
-  Posting discussion questions online
-  Setting the stage in class by promoting communication
-  Encouraging use of CMS by giving rewards (points 
for quizzes and assignments online)
-  Providing links to course textbook study guides, 
animations, problems, and examples
-  Using announcements, email, and other 
communication tools to provide students with 
feedback on their progress
-  Organizing course content online for continuity, 
accessibility/availability, and flexibility
-  Time commitment on the part of the faculty (initially 
more than later) -  led to modified and new action 
strategies
-  Student’s understanding and acceptance of 
responsibility in the course and in his or her own role 
in the learning process
-  Development of professional behavior in the students
-  More time on complex content (higher level thinking) 
in the class period (less time spent on “housekeeping 
and lower level information processing)
-  Higher level of engagement and interaction during in- 
class time
-  Increase in student control -  choice of assignments to 
complete, communication with faculty member, access 
to information on their own progress in the course, 





As consequences occur, 
they affect the central 
phenomenon creating new 
actions and consequences
-  An unintended consequence of posting lecture notes 
resulted in the faculty member noticing less note­
taking in class and, what appeared to be, more 
concentrated attention to the lecture
-  Overall the participants reported improving their use 
of the CMS through actions and consequence: adding 
on the use of new components, modifying others and 
decreasing the use of some.
assignments, and self-study quizzes. An atmosphere of openness and interaction is an 
important component of the learning environment. Posting information regarding access 
to the instructor and encouraging discussion through the discussion board are useful tools 
the CMS provides.
The second theme was that the CMS provides the faculty member with a location 
to provide course content making that content easily available and accessible for the 
students. Students are entering courses with the expectation that they will find the 
syllabus, assignments, lecture notes, and resources that they need for the course in the 
CMS. Faculty members report that posting of the course content in the CMS helps to 
make their teaching easier, as they are able to update documents and provide wider 
access to information. The flexibility of completing assignments online, taking quizzes, 
and organizing student’s work anywhere, anytime is an advantage for both the student 
and the faculty member.
The third theme was that the CMS is used as a tool in accomplishing a goal of 
higher education in the development students into professional and responsible
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individuals. The responsibility of the faculty member is to model and foster the 
development of this professionalism in the students. The students must understand their 
role in the educational process and accept their responsibility in becoming that 
professional individual. An aspect of modeling professionalism is the concept that the 
teacher is conducting a performance every class session and acts as such. The modeling 
is carried over into the CMS by providing access to authentic (real world) information.
By providing students with access to their grades the responsibility for assessing their 
status in the course became their own responsibility. If an assigmnent is missed and the 
student receives no points, the responsibility becomes that of the student to talk to the 
teacher or ensures that the next assignment is submitted on time. Announcements and 
changes to the course are posted in the CMS, encouraging students to take the 
responsibility to check in frequently.
The fourth theme was that the use of a CMS provides students with control of 
their own learning, control is critical for the success of the student’s long term retention 
of the concepts and principles presented in the curriculum. An atmosphere of openness, 
flexibility and trust encourages participation in the students’ own learning.
The fifth theme was that the CMS helps the faculty member to organize and 
manage the structure of the large course (course management), thereby reducing the time 
spent in-class on those functions and expanding the time available for more critical 
thinking skill development, concept analysis, problem-solving and assessment. 
Assessments in the classroom are effective forums for providing real-time feedback. The 
primary concepts necessary to understand the course are best taught in the classroom with 
the CMS used to supplement by providing access to repetitive problem-solving exercises.
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Following identification of the five main themes, I went through a process of 
naming the themes so as to identify and remember them with words that came from the 
data (Strauss & Corbin, 1990). In most cases I was able to assign names that were used 
by the participants, “in vivo” codes (Glaser, 1978).
1. Creating connections, it is all about communication.
2. Availability and accessibility.
3. Professionalism and responsibility.
4. Student control of learning.
5. It is a course management, system.
The analysis process moved on to the last stage of selective coding. In this stage 
I was seeking to uncover a core category (Strauss & Corbin, 1990). I wrote the storyline, 
expanded on the paradigm I had worked up earlier, and went through the validation 
process to see if it fit. In my recommendation for further research l address some of the 
limitations of this study. I briefly identify now, some of the ideas that came up at this 
stage of the analysis and detailed descriptions discussed in Chapter V. The most 
noticeable issue I encountered was a disconnection in my research between what the 
participant identified as why the CMS was used, and whether the students concurred. For 
example, when one participant, Michael, discussed that his posting of grades in the CMS 
resulted in an advantage to the students. They could evaluate their own performance 
based on a comparison to the rest of the class.
And at the time that I adopted this they were starting to say, well you can't post
grades for students. 1 am a big advocate of having students know exactly where
they stand. I'm not going to keep it a secret where they stand or how they stand
with respect to their other colleagues.
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Michael went on to discuss the value of this as a motivation to study more, or 
confirmation that what they had been doing worked well. The disconnection for me is 
that I do not have data from the students on whether this was true. Was that an effective 
tool? I was able to check the “consequences” of the action by observing the number of 
accesses by students to the CMS gradebook, which v.as significant. In this research I did 
not expect to be able to confirm a follow-through effect of the faculty member’s 
decisions and the impact on students. My research question only asked what the reasons 
were.
A need for further research would be a study focusing on the students in the 
courses relating to their perspectives on the use of a CMS. Is there a connection between 
the intended action by the faculty member and the impact on the student?
In this research, my validation of the storyline was accomplished by reviewing the 
data to compare whether it worked. The central storyline I developed was: “The 
decisions faculty make about the use o f a CMS are based upon sound pedagogical 
principles o f teaching and learning, employing strategies that have been proven through 
research and/or experience. ” After working through the validation process, I confirmed 
this storyline as a grounded theory regarding the participant's decisions to use a CMS in 
the courses.
Table 8 lists the grounded theory and five named “in vivo” themes.
Trustworthiness, Validity, and Reliability
There has been an ongoing discussion regarding the ability to provide valid and 
reliable results since the introduction of qualitative research methods (Newman & Benz,
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Table 8. Selective Coding.
Selective Coding: Grounded Theory and “in vivo” coded Themes
Grounded Theory: The decisions faculty members made about the use of a CMS were 
based upon sound pedagogical principles of teaching and learning, employing strategies 
that have been proven through research and/or experience.
Themes: in vivo coded
1. Creating connections, it is all about communication.
2. Availability and accessibility.
3. Professionalism and responsibility.
4. Student control of learning.
5. It is a course management system.
1998). Kvale (1996) describes validity as “whether an interview study investigates what 
is intended to be investigated,” and reliability as the consistency of the results (p. 83). 
Newman and Benz (1998) outline strategies to assure validity during the research 
process. The list includes the following criteria: 1) neutrality, 2) prolonged engagement 
on site, 3) persistent observations, 4) peer debriefing, 5) triangulation, 6) member 
checking, 7) referential materials, 8) structural relationships, 9) theoretical sampling, 10) 
leaving an audit trail, 11) generalizability, 12) negative case analysis, and 13) truth value 
-  credibility (pp. 50-56). Newman and Benz attribute this compilation to fellow 
researchers Guba and Lincoln, Loetz and LeCompte, and McMillian and James (p. 50). I 
used all of the criteria in my research design and address several directly in this section.
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Prolonged engagement and persistent observations were achieved when saturation 
occurred during the third interview. Member checking took place when each participant 
was given a transcript of each of their own interviews. It was also confirmed by 
questions I asked at the beginning of each interview to clarify perspectives and 
impressions from the pervious interviews. Active listening, repeating or summarizing 
what the participants said, during the interviews was a continuous form of member 
checking. Peer debriefing occurred when I connected discussions from one participant to 
another during follow-up interviews. An example was when 1 checked with Carol about 
the discussion I had about professionalism with the other two participants. She stated 
that she would not have used that same term, but her discussion about the behaviors she 
encouraged in her students could be defined as professionalism.
Triangulation was the purpose of the classroom observations and course site 
observations. It was an attempt to “obtain a variety of data sources” ... to determine if 
there was “a shared reality” (Newman & Benz, 1998, p. 52). The data collected through 
the observations proved to be valuable and helped to validate the interview data. 
Participants talked about how they used the CMS in their courses. Through observing the 
classroom, I verified teaching methods discussed in the interviews. By observing the 
course-sites, I was able to verify use of and access to the CMS by the students and 
participants. The audit trail was well documented and described in this report. In 
addition to the report, the computer files stored in Ethnograph™ provide an audit trail of 
dates and times of creation and modifications of each of the files. The digital audio 
recordings and transcriptions also carry this same digital identification.
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Generalizability was not the purpose of this study. The grounded theory that 
emerged is not intended to have far-reaching impact by generalizing its applicability to 
all faculty members in all courses. There are aspects of the results that may be 
generalizable: its applicability to other faculty members teaching large lecture classes and 
its replicability. The rigorous methods used in the process of axial and selective coding 
tested out hypotheses that emerged during the analysis. The credibility is insured if the 
other criteria are considered and confirmed throughout the research. This study met those 
criteria. “If validity is confirmed, having reliability is implicit (Newman & Benz, 1998, 
p. 39).” Reliability addresses consistency and whether the study is replicable. The audit 
trail, triangulation, and member checking all shared in assuring reliability.
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CHAPTER III
DISCUSSION OF RESULTS AND REVIEW 
OF LITERATURE
The purpose of this chapter is to discuss the findings of this study and to review 
the literature relating to the findings. I begin with an historical background on the 
development of course management systems for higher education. Within this 
background section I have included an interview with Matthew Pittinsky, Chairman of 
the Board and co-founder of Blackboard, Inc. The university selected for this research 
started using Bb in the year 2000. I describe their adoption process and provide a basic 
layout of the Bb platform. I re-introduce the reader to the participants in the findings 
section. The findings are reported including discussions from the participants themselves 
and a review of literature related to the findings. The literature review is incorporated 
into the discussion of the findings.
Historical Background and Perspective 
Research indicates use of technology in higher education is increasing 
dramatically (Green 2003). One of the areas of growth is in the use of web-based 
teaching components, specifically, course management systems. A course management 
system (CMS) is generally defined as a software program that contains an integrated set 
of web-based tools that manage course content (Ko & Rossen, 2001, pp.6-7). Educause, 
a nonprofit association dedicated to providing best practices for the use of information 
technology in higher education (2004, f  1), defines a CMS as “software that has
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capabilities in three areas: 1) design interface and content assembly; 2) the facilitation of 
communication and collaboration; and 3) course management support” (2004, ^).
As is typical of the slow moving infrastructure of higher education, the demand 
for, and use of, online instruction existed before administrators had a plan to manage it 
(Brubaker & Rudy, 1999). The driving forces behind the development of the CMS have 
been faculty and student needs. The first CMS platforms were developed within the 
university and college campuses by faculty, students and staff.
With the availability of the world-wide-web in higher education, faculty started to 
see an application in its use to share information with colleagues and students. Green 
(2003), founder and director of the Campus Computing Project, has been collecting data 
regarding the use of information technology at American colleges and universities for the 
past 14 years. The first indication that faculty were using web pages for the courses they 
taught was taken from data collected in his 1995 Campus Computing Survey. That 
survey indicated approximately eight percent of faculty were using a web page for their 
course. By the year 2003 the number of course webpages increased significantly. 
“Survey respondents estimate that almost two-fifths (37.4 percent) of all college courses 
now have a Web page, compared to one-third (34.8 percent) in 2002, 22.5 percent in 
1998 and 9.2 percent in 1996 (Green, 2003, p. 6).”
The process faculty initially used to create their own webpages required 
program ming knowledge to he codes in HTML ( , . text markup language),
configuring a web server, and managing uploads and downloads. It took a significant 
amount of time and knowledge of computers, networks and programming language. 
Commercial software companies began to see how the web was being used in education.
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business and entertainment, and they started to develop software programs that were 
designed to eliminate the need for programming knowledge to create a webpage. These 
software products were referred to as WYSIWYG (“what you see is what you get”) 
editors. By the year 1998 most word processing software programs came with a built in 
WYSIWYG editor. With the WYSIWYG editor faculty members were able to type their 
information for the webpage into a standard word processing format and the program 
would take care of the HTML coding and convert it to a webpage. This helped to solve 
some of the time and knowledge stumbling blocks that separated the web-enabled faculty 
from the others, but there continued to be the investment into configuring web servers, 
and managing uploads and downloads. The other problem it did not solve was the 
growing demand for more complex tools in the course webpages. As use of the web 
grew, the complexity of it grew. Webpages were becoming more interactive and 
dynamic.
Initially faculty members posted pictures and text-based documents on their 
course webpages, allowing students access to the material outside of the classroom. 
Students were able to view the syllabus for their course online. They looked up 
assignment directions, reviewed lecture notes, and in some cases, linked to other websites 
for research information. The course webpages were very basic, mainly text with 
schedules, charts, and pictures.
As the use of web-based communication tools grew faculty started to experiment 
with more interactive methods of reaching out to their students, e-mail, listservs, 
discussion forums and chat rooms. By this time, faculty had been using webpages in 
their courses for more than six to seven years, without any organized help from their
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department or the institution’s administration. These faculty members were referred to 
as, early-adopters, lone rangers, or in statistical terms, the “outliers” (Bates, 2000, p. 2) 
These innovative faculty members were a driving force in the paradigm shift that has 
been changing what students expect from their courses and their instructors today. “An 
evolution toward such a learner-centered educational environment is both evident and 
irresistible.” (Duderstadt, 1999, p. 10). Students want accessibility, immediacy, control, 
choices, and flexibility.
Carol was one of those early adopters. She started creating webpages for the
courses she taught as soon as the technology became available. She taught herself how to
write HTML because it was fun and she liked to learn new things. During the second
interview she described her conversion from writing HTML for her own course websites
to her adoption of the CMS, Blackboard™. She loved the control and “fun” she had in
creating all of her pages, pictures, and links, but concluded with recognizing the benefits
of the time Bb has saved her. As she states, in the end, “time is good!”
Carol: Part of it to me was, it was fun, ... I would put funny little animated 
graphics and things like that up there that I had collected on the web...little 
animated gifs. Just trying to make it a littie bit lighter ...
She described moving her web pages over to Blackboard™ when it became available.
The creativity that was fun, but time-consuming, was replaced by the ease of using the
standard “template” course site in the CMS.
Carol: I think at one point 1 was a little crabby when we were first starting it 
[converting to Bb]
Though she decided to adopt the use of Bb in her course, she kept her old home-made 
webpage up as a link through Bb.
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I was like, wow I actually want to have a link to my website because I could do 
all this stuff to my website...I remember saying that and then at some point 
thinking, why?...yeah, you are not having as much fun but on the other hand you 
have more time! Time is good, time is very good.
After she realized that the time-saving was good, she talked about how she was able to
think more about her teaching and what she wanted the students to learn.
I could concentrate on what I wanted to accomplish as opposed to the impression 
I wanted to make, the creative stuff.
Like Carol, many teachers began to get together and talk about how technology 
could impact their teaching. The faculty members shared ideas and methods being used 
in their web-based course materials. As the faculty members shared their experiences 
and concerns, they formed groups to develop ways to solve their common problems.
Since the webpages were created individually by each faculty member, they recognized 
that there was no need for each person to reinvent the wheel with each course site.
During this time of collaboration faculty also became aware of some problems that 
students were experiencing. The individu . course webpages all had long and complex 
addresses (URLs). Students were complaining about the difficulties they had in finding 
the course materials for all of the different courses on the web. Another problem reported 
by students was that faculty posted content in a variety of different ways on the course 
webpages. There was no standard structure or format for the assignments, syllabus and 
documents. Students spent more time trying to find where things were at and what 
programs they needed to access the content than time with the material once they were 
able to open and view it (Bates, 2000; King, 2003; Pittinsky, 2003).
Universities began to recognize that the phenomenon of course webpages was 
growing and here to stay. Initially reaction to the multiple and complex URL problem
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was to compile a listing of all faculty-generated course websites. The information 
technology or distance education departments would typically build a webpage with links 
for those course site addresses so that students could access the sites by a click. It was 
the first step in the development of a CMS and helped to address the location question for 
students (Bates, 2000).
The additional problem that no standards had been established for the type of file 
formats used by faculty in the documents they posted online still remained. Students had 
difficulties downloading the documents to view, and no place to go for support, other 
than the individual faculty member (Bates 2000; Pittinsky, 2003). The good idea of 
providing study material for students outside of the classroom was starting to frustrate 
many faculty and students.
Groups working on this problem at different campuses throughout the country 
came to the many of the same conclusions, at about the same time. A need to standardize 
the location, appearance, and use of course webpages was evident. A simple method of 
posting course materials on the web would help to solve the programming and time 
concerns of the faculty. A standard template with outlined sections for syllabus, 
assignments, schedules, faculty information and lecture notes would give course 
webpages a more uniform look. A single location on the institution’s main webpage with 
links to individual courses would provide easier access for students, no more 
memorization of complex addresses. The groups working on these projects generally 
included faculty, students, and staff at the institutions. The result was the development of 
the first course management systems: a simple, more standardized “shell” which included 
some interactive communication tools. These are now referred to as “homegrown”
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course management systems (Bates, 2000; King, 2003; Laurillard, 2002; Paloff & Pratt, 
2003).
The homegrown CMS went in different directions on many campuses. Some 
campuses found the needs of the faculty and students were too great for the group 
supporting the programming of the homegrown CMS. It was eventually replaced by a 
commercial product. Some commercial products were being developed directly by 
outside vendors and some as offshoots of the homegrown platforms developed by faculty, 
students and staff within the university. Many of the homegrown platforms were 
abandoned as it was recognized that the time and expertise required to maintain and 
upgrade it fell outside of the capabilities of the department or group that developed the 
CMS (Bates, 2000; King, 2003; Laurillard, 2002; Paloff & Pratt, 2003).
Some homegrown-type of CMS still continue to be used on many campuses 
today. They have survived, generally, due to having a dedicated department and staff 
working on improving features as the campus demands. A few others had such a strong 
foundational base and support on their campus that they went commercial and were either 
purchased by an existing company or a company developed within the institution to 
market the product through the institution (Pittinsky, 2003).
Several examples of CMS success stories are the Angel, Blackboard ™ and 
WebCT. Angel (A New Global Environment for Learning) was developed in the 
CyberLab at the Purdue University School of Engineering and Technology on the Indiana 
University-Purdue University campus. Its first use on the campus was in 1996, and 
continues to be used, as OnCourse, today at the six campuses of the Indiana University
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System. In the year 2000 it is became commercially available, as Angel, through 
CyberLeaming Labs, Inc. of Indianapolis, Indiana (CyberLeaming Labs, 2004).
WebCT was developed on the campus of the University of British Columbia in 
Vancouver, British Columbia. It is currently sold through WebCT, Inc.’s corporate office 
in Lynnfield, MA. WebCT is being used by thousands of institutions in 70 countries 
throughout the world. It is available in 14 different languages (Bates & Poole, 2003).
Blackboard™’s Background and Interview 
With Matthew Pittinsky
The Blackboard™ platform was originally created at Cornell University under the
name Courselnfo. Pittinsky, in an interview for this study, when asked to describe the
development of the Blackboard™ CMS and the formation of Blackboard, Inc. begins
with the development of Courselnfo at Cornell University..
The product started at Cornell; there were seven undergraduates at Cornell ... 
really there were originally only two that were being hired by instructors to build 
their websites, their class websites. It was a consulting kind of thing, where they 
got paid by the hour to add a document or to create a quiz. Really to create the 
code from scratch and the different elements of the course website that their 
client, instructors, were interested in, and the business just took off to a point 
where it wasn’t sustainable. They had to figure out a way to create tools that 
would be really easy to use that they could have friends who didn’t have a 
technology background to be able to do a lot of the more routine work of adding 
documents or creating quizzes. So over the course of their undergraduate 
experience they ended up building a rudimentary course management system that 
was so easy to use they could grab a friend out of the cafeteria to do 90% of the 
work, and to still charge by the hour. They were very entrepreneurial.
By the time they left it became very clear that the tools were more 
valuable than the service. Cornell deployed the tools, originally called 
Courselnfo, out to all instructors. It was easy enough to use that the average 
instructor could do it, and they had focused, because they were really building it 
on a custom basis, they were able to focus on those features that instructors, and 
students, because they were students themselves, would find most useful.
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University of Pittsburgh adopted it, a few other institutions adopted it, and 
the product took life from there. The company itself, Blackboard, is a merger of 
that company, the Courselnfo company, which is the product heritage, and then 
the company that I started with our current CEO, Michael Chasen, which was 
doing consulting work for a technical standards group, IMS, which was creating 
standards around e-leaming technologies. We had been doing that for a few 
years, they had been building the product for a few years, and we kind of teamed 
up to bring our technology expertise and their product together to really move the 
company forward. (2004, p. 2)
Blackboard is currently the most widely used CMS throughout the world. It is the
platform being used by the university in this study.
Bates and Poole (2003) recommend use of a commercial product as opposed to
continuing with a homegrown system. They also recommends that instructors use the
system their institution supports; it saves them time and frees them up to teach. “If the
institution has already made a decision to support a particular [CMS], it is best to go
along with that, as at the time of writing there is very little difference pedagogical ly
between, for instance, Web CT or Blackboard ™ (p. 188).” In the case of the university
used in this study, the main campus adopted the use of Blackboard™ and one department
continues with the use of their own homegrown system.
Pittinsky comes from a family of educators, has a background in sociology, and is
currently a doctoral candidate at Columbia University. In Pittinsky’s (2003) book, W ired
Tower, he outlines four trends in education that are roots of e-learning; 1) a renewed
focus on pedagogy and the learner, 2) the movement of technology to the front of the
office from the back, 3) the changes in funding sources and the resulting high stakes
search for dollars, and 4) tied in tightly with the new financial concerns is that of the
changes in enrollments and markets (p. 5-9). Pittinsky sees all of these trends as a
potential for great change. He made an interesting comment, which has been echoed by
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others, in his first chapter of the book. What faculty members do to change some of their 
courses through the use of technology has the potential for an impact on the courses they 
were not intending to change. This is especially so with faculty who are teaching a 
distance, online course.
The Internet offers many obvious and powerful opportunities to reinforce the 
traditional higher education campus model. As an example, distance learning 
initiatives have much to learn from the simplicity of peer-to-peer communication 
among students inside and outside a traditional classroom. Traditional courses 
can certainly benefit from the rich collaborative environments that have been well 
implemented in distance learning programs. What is transformative is the 
experience of the course -  learning through a semester constantly connected to a 
course community that is one click away. What is evolutionary is the pedagogy -- 
ihe belief that peer-to-peer communication is a core process for effective 
communication. (Pittinsky, 2003, p. 10)
When I asked Pittinsky (2004) during the interview why he thought faculty first started 
using Blackboard, he answered, “it really was the instructors believing there was a 
problem to be solved with these tools (p. 1).” He sees the most effective adoption of 
Blackboard as being a bottom-up venture, coming from the faculty, rather than a mandate 
from a top-down administrative directive.
The University’s Adoption of Blackboard™
The CMS being used by the participants in this study is a commercial product. 
Blackboard™ version 6.1, sold by Blackboard, Inc. This institution has provided Bb tor 
use by faculty and students since August 26, 2000. Prior to that date there were two 
homegrown products, that were developed on campus, and used for approximately three 
years. One was designed by the campus instructional technology department for use by 
faculty and students in the division of academic affairs. The other was designed and 
developed by an individual department and was primarily used by that department and
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others that were within the field of the originating department. The campus-based 
homegrown product was discontinued upon the adoption of Blackboard™ for the campus 
in 2000. The department-based product continues to be used by that department and is 
currently being marketed outside of the university to other institutions and businesses.
In an effort to orient the reader to terms that participants have used during their 
interviews regarding their use of Blackboard™, I am including some screen shots of some 
of the basic tools and layout of Bb. The sample course used for this display was not a 
real course. It was a demo created to provide the reader with a faculty and student 
perspective of a course site. The name of the institution was deleted from all of the 
images in order to protect the confidentiality of the participants. The main homepage that 
appears after logging in to Blackboard™ is a small portal-type site that provides the user 
with information that is unique to that individual. This page is referred to as the “My 
University” page and links the user to his or her courses, calendar, tasks, grades, and 
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The My University page is sometimes described as the entry point to the user’s
virtual classrooms. The user, instructor or student, clicks on the course name to enter the 
specific course site. Figure 10 shows a sample of a sample course main page, the 
Announcements page. The announcement page is the user’s first entry into the virtual 
course and is used to communicate information regarding the course: special events, 
posting of new documents in other sections of the course site, reminders about upcoming 
events and deadlines, and general course information.
®  @  Course Map B 9  .............................................................. ..........
Figure 10. Standard Course Site: Announcement Page.
The standard communication tools that are provided by the Blackboard™ CMS are: 
Announcements, Collaboration (synchronous virtual chat room with interactive 
whiteboard capabilities), Discussion Boards (asynchronous threaded discussion area), 
Group Pages (sections used to create groups within the course, with access to separate 
communication tools), Messages (an instant messaging tool used to communicate with 
the instructor and students), Roster (listing all users enrolled in the course), and E-Mail. 
Within the Roster is a section for students to create their own homepages to share 
pictures, websites and information about themselves. The communications page is 
shown in Figure 11.
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Figure 11. Standard Course Site: Communication Tools.
The Discussion section provides an area for students and instructors to discuss 
course-related material online. The instructor posts a forum topic and students respond 
outside of the physical classroom, anytime, anywhere. Figure 12 shows a sample 
discussion page with four forums, main topics, for students to read and respond with their 
comments.
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Figure 12. Standard Course Site: Discussion Board.
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Figure 13 shows an assignment page in the sample course site. Four folders are 
posted containing information for the students on each of the course assignments. An 
additional assignment on moral development is listed at the bottom of the page with a 
link for the student to click on to “view/complete” the assignment online. The 
assignment is sent in to the instructor, automatically. The instructor opens the 
assignment, reviews the student’s work, enters a grade and provides some feedback to the 
student. The grade is automatically posted to the Bb gradebook where the student can 
view his or her own grade and the written feedback from the instructor.
C j  Rataarch P r o je c t
C . 1  T e r m  P a p e r
C l j  Movie CrUiaua
L m n l n g _ £ h a d a  
M o r a l  D e v e l o p m e n t
i j s j y  For 10 Extra Credit points. What did you think of this week’s readings on Moral Development? Do you agree with Carol Gilligan's 
theory of moral development? Think of people you know and predict what stage of moral development they are at • in Kohlberg's 
terms.
Figure 13. Standard Course Site: Assignment Section.
Blackboard™ uses a control panel page for instructors to post their course 
materials into the course site. The control panel, Figure 14, provides access to all of the 
communication tools, gradebook, content areas, quizzes, user management and course 
design. It is used to post, delete, and modify course infomiation. The control panel is not 
available to the student users.
The Bb course site is accessed by all users through a web browser on any 
computer, Macintosh™ or Windows™, which is connected to the internet. The most 
common web browsers used are Internet Explorer™ and Netscape™. Students and
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Figure 14. Sample Course Site: Control Panel.
faculty access the course by logging in with their own unique user name and password. 
Once logged in Bb provides the user access to the components of the system that are 
identified by the specific user rights.
Students have user rights to access only the courses in which they are enrolled. 
Within the course site they can view documents, download documents, send e-mail, view 
grades, take quizzes, and post messages to discussion boards, chat rooms, and instant 
messaging. Students also have access to general tools, not linked to specific courses, 
including e-mail, user directory, calendar, task manager, and address book.
Faculty members, the instructor role, have the right to access all of the areas listed 
above for the students. They additionally have access and editing rights in the control 
panel. This section provides them with the tools to design their course site and post 
information for student to view and interact with outside of class. There are other roles 
within the Bb system giving faculty members the choice of adding helpers into their 
courses such as teaching assistants, graders, and course builders. Each role has a unique 
set of rights, or access within the course-site and is under the control of the instructor.
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Findings and Literature Review
In this section I discuss the five themes as outlined in Appendix C. A literature 
review is incorporated into the discussion of the themes supplemented with portions of 
the participant interviews. Please note, I have deleted some double words (such as “the, 
the ...”), comments by myself and the participant (such as “oh”, or “yes”), and statements 
off the subject (such as “should I close the door?”, or “go ahead and take that call”).
These condensations of the interview text do not detract from the content of the 
discussion, and only serve to direct the reader to the meaningful parts of the conversation.
Theme 1: Creating Connections, it is a ll About Communication.
Theme 1. The use o f  the CM S facilita tes  communication between the facu lty  
member and students in a large lecture course, communication is critical to the success 
o f  both the teacher and the student. Communication includes timely feedback which is 
an important part of assessment. The CMS provides tools that can facilitate 
communication by the use of e-mail, posting of grades, responses to online assignments, 
and self-study quizzes. An atmosphere of openness and interaction is an important 
component of the learning environment. Posting information regarding access to the 
instructor and encouraging discussion through the discussion board are useful tools the 
CMS provides.
Paloff and Pratt (1999) state that communication is a critical component in the 
educational process, “key to the learning process are L.e interactions among students 
themselves, the interactions between faculty and students and the collaboration in 
learning that results from these interactions (p. 5).” They were discussing online learning 
when they made this statement, but the same can be applied to the traditional classroom.
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Communication creates connections between individuals. Commonly it is defined as “the 
transmission of facts, ideas, values, feelings, and attitudes from one individual or group 
to another” (Omstein & Hunkins, 1998, p. 300). It is a two-way process of sending a 
message, receiving the message, and sending the message back. If what faculty members 
are attempting to do in the classroom is communicate with the students, how does anyone 
know whether it works without receiving the message back, feedback? “Feedback is 
information made available to learners to compare actual performance with some 
standard of performance” (Gao & Lehman, 2003, p. 371).
The challenges of communication increase significantly in the large lecture 
classrooms compared to smaller seminar-type classrooms. In a class of over 100 students 
it is generally not possible to effectively receive feedback from all of the students. Bates 
and Poole (2003) reflect that a “primary reason driving individual faculty members to 
experiment with mixed mode [hybrid] is to increase interaction with students in large 
classes” (p. 118). In my classroom observations, 1 saw the participants explain a concept, 
attempt to ask if there were any questions, receive a few responses, and then move on to 
the next point. I sat in the back of the room and would hear a spattering of responses, but 
with the size and layout of the room, it was not possible for the participant to hear the 
answers. Only the first three to four rows of students were within audible range. In two 
of the classrooms, due to their size and layout, the participants had to use a microphone to 
teach. It would have been very difficult, if not impossible, for students to be heard from 
all over the classroom.
All three of the participants discussed the need for ways to increase and improve 
communication methods with students. It was one of the first uses of Bb that they
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mentioned in the interviews, the use of e-mail through Bb. The participants posted their
office hours and provided contact information, phone number, office location, e-mail and
other information that was helpful and facilitated communication between instructor and
student. They also sent e-mails to students, posted announcements, set up discussion
boards, and encouraged feedback. Back in the early years of using technology in
education, Johnson and Gardner (1989) identified three main categories of how
technology could enhance learning, one of which was the use of e-mail and bulletin
boards as a means of information exchange.
Carol: I could post stuff there, I could give them information there if there was 
going to be a class that wasn't going to meet, or something.
... It was a way they could get a hold of me because they could do the e-mail.
And of course, most of those things Blackboard ™ took care of.
.. .it is just so convenient for communication. I will tell them.. .1 can get a hold of 
you through Blackboard™ and then I don't have to worry about your e-mail 
address, and you don't need to worry about, just make sure your e-mail address in 
Blackboard™ is correct. As long as you do that I can get a hold of you and you 
can get a hold of me. So...and I use it to send e-mail, I have used it in the classes 
where I do group work.
Michael: I send e-mails to the class if there is something that is changing that they 
need to know ... I tell them, they are responsible for doing this [updating their e- 
mail addresses in Bb]. Very rarely do I ever send e-mails but when I do it is 
going to be very important and you need to make sure that this is up to date. I 
think for first year students it takes longer for them to realize the importance of 
that.
William: Communication was a very important thing, so that I could keep track of 
students. ... I think that at the very beginning Blackboard™ was a way for me to 
just post my notes to the students that was the first thing I think that was probably 
there....well that and to communicate to students, use the e-mail feature.. .those 
two things were the only things I used during the first semester. Then during the 
second semester I got a hold of the discussion board and 1 got used to it. That 1 
found was a very good way of keeping track of what the students were thinking 
about course.
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William discussed how he used Bb to keep in touch with the students who were having 
difficulties in the course. After the first exam he would contact the students that needed 
help by using e-mail.
William: I sort of go after the students who are not doing too well in the class.
Say I give the first exam and if there are students who scored with a C they get 
personal e-mails from me. ... Then they know that 1 know that they are not doing 
well due to some reason. So I set up appointments with these students. I make 
sure I sit down with each of those students who are having trouble for at least ten 
minutes within a week of the first tes t... All the student has to decide [is] what he 
is going to do about his poor performance because he knows that I know and he 
knows that I care about it too. Then what I find is that these students start either 
coming into the help sessions I have or they come to me personally, most of them.
Carol talked about how helpful Bb was in posting announcements regarding the changes
in course for the students to see prior to or after class.
Carol: Like if there's a blizzard and everything closes down then you can put 
announcements up there.
Carol commented several time that she got to “know” her large lecture class students 
better through the use of the communication tools in Bb. She couldn’t put faces to all of 
the names, but she gained a sense of who they were through the increased communication 
online.
Carol: I think it was mostly e-mail, and then it has also been true about 
Blackboard™ since it has gotten easier and easier to do the journals. That l 
actually can get a sense of individual people who in all likelihood I couldn’t put a 
face to the name... I have the opportunity to get a sense of students that I would 
otherwise... would be just completely in the woodwork and I would never know 
that they are there ... Because very often those are the ones that are saying.. .that 
are really developing and really changing or 1 can see where their 
problems...because they won’t ask.
The value of getting to know or getting a “sense” of the students was valuable feedback
for Carol and for the students.
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Carol: ... so I know what is working and what isn’t. So that I do have a sense 
of.. .so that I can say to people, this is not acceptable. Next time don’t do it this 
way, so they get some feedback immediately along those lines. That gives me a 
sense of where people are, what I need to do...
William also mentions the importance of getting that sense of the students, where they
are at in their learning process “communication was a very important thing, so that I
could keep track of students.”
That sense of the students provided Carol with the feedback she stated, in the first 
interview, she needed. Her teaching style required feedback, “I have to have feedback 
.. .1 have to have some sense that someone else is in the room with me.” Other 
participants concurred with her thoughts about gaining a sense of her students, and the 
need for that feedback. Each participant used the communication tools a little differently, 
more unique to their teaching style and discipline. Tools used were the discussion board, 
e-mail, practice quizzes, announcements, and faculty information.
All participants brought up feedback as an important tool in teaching and 
learning. The type of feedback discussed was a two-way connection; from the teacher to 
student regarding the student’s progress in the course, and from student to teacher 
regarding teaching methods, understanding and interest. There was consensus that real­
time, in-class feedback regarding the concepts that were being taught in the classroom 
was desired, though not always practical. If the students did not understand what was 
being taught, the participants wanted to know immediately so that they could explain it 
more, or use a different method to explain.
Action without feedback is completely unproductive for the learner. As we learn 
about the world through acting on it, there is continual feedback of some kind. If 
we can make the right connection between action and feedback, then we can
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adjust the action accordingly and this constitutes an aspect of learning. Receiving 
feedback is important. (Laurillard, 2002. p, 55)'’
Michael described how he used short assessments during class. Students wrote 
answers on paper and handed them in during class. This was helpful, but very time- 
consuming. With over 200 students in the class, and only a 50 minute lecture, too much 
time was spent collecting papers in order to evaluate the next day or so to see if the 
students “got it”.
Michael: I have to come up with some better solutions in terms of how I get the 
feedback from them, so it doesn’t take so much time out of the classroom.
Because I would much rather be having a discussion with them about their 
responses, than just collecting little slips paper. That’s one thing that you entirely 
lose. They always say that these classroom assessments, the quicker you can 
provide them with that feedback, the more effective it is. And, that is absolutely 
true. You do it online and the feedback, you are at least a week behind, if you are 
talking about the time it takes to grade written responses.
Michael thought through his need for assessment and feedback and developed an idea to
videotape his demonstration. He digitized the video and posted it in Bb for the students
to view. After the students viewed the video, they took a short quiz to assess their
understanding of what they watched. This provided him with feedback outside of the
classroom and gave him a sense of whether the students understood the concept. It was
time-consuming to review each online quiz, but provided him with valuable information.
Michael had a conflict about which method was the best, online or in-class.
Michael: 1 think I found that Blackboard may not be the best way to do that eith " 
I’m really torn now between the slips of paper in class or having them do it online 
in Blackboard. When you have them do it in Blackboard it's not live anymore. 
You don’t get that [instant] feedback anymore. Pedagogically 1 don’t think it is as 
effective ... So, I’m torn between what to do. The paper takes more time in class 
than I’m almost willing to spend.
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William had a similar dilemma and described how he was currently trying out a new
system in the classroom that helped to facilitate interaction and feedback with the
students. The system is a Personal Response System (PRS) which is intended to “engage
students, promote collaboration, provide instant feedback, increase communication, and
collect data” (Gilbert, 2004). Michael and Carol were both interested in implementing
the same system in their classrooms. The data collected from the in-class questions and
responses could be posted in Bb for students to view. William’s descriptions of the PRS
and his goals in using it are included in my discussion of theme five.
The gradebook tool in Bb was used by all participants. The use of this tool fit
within two of the themes, feedback and course management. 1 share some of the
feedback comments regarding use of the gradebook in this section, though at times the
discussions overlapped. Participants commented positively about the ease and
organization of using the gradebook tool at the same time they discussed the benefits of
being able to provide feedback to the students via the scores on quizzes and assignments.
Michael expressed delight in being able to use the gradebook tool.
Michael: So. when Blackboard™ came along 1 thought, hah, this is great. 1 mean 
it does all the hard work for you and I can just utilize that shell, to then do what 1 
want to do with my students. At that time it was, and still is, pretty simple. I use 
it to provide them feedback in terms of grading.
And again, Michael’s commented on using the gradebook for feedback
Michael: So, they know exactly where they are. And at that time that I adopted 
this they were starting to say, well you can't post grades for students. I am a big 
advocate of having students know exactly where they stand. I’m not going to 
keep it a secret where they stand or how they stand with respect to their other 
colleagues. So, it seemed like what Blackboard ™ was offering in terms of the 
gradebook was great, it was excellent. And then to provide quizzes, online 
quizzes, was great. And to have those grades automatically logged into the 
gradebook, I mean, that was great. That's exactly what I wanted to be able to do.
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Grant Program in Course Redesign as a good source for continuous assessment and
feedback. Short quizzes designed as study guides for the students were used by six of the
ten universities participating in Twigg’s study (2003).
These low-stake quizzes motivated students to keep on top of the course material, 
structured their studying and encouraged them to spend more time on task.
Online quizzing encouraged a ‘do it till you get it right’ approach: students were 
allowed to take quizzes until they mastered the material. Quizzes also provided 
powerful formative feedback to both students and faculty members. Faculty 
could detect those areas where students were not grasping concepts, thereby 
enabling corrective actions to be taken in a timely manner, (p. 2)
The quiz feature in Bb was used by all of the participants, with Michael using it the most.
Michael: I mean, if 1 get some feedback that says that something, they really 
didn't catch on ... I give quizzes on Blackboard™ ... So, if I find that people 
really missed something that they should have gotten, we will go back and look at 
it again.
William did not post as many of his quizzes online; he used class periods for most of his
quizzes. The purpose of the online quizzes was partially for assessment and partially to
encourage students to become comfortable with using Bb.
William: I use it for quizzes. At this point 1 am using the grade sheet... Most of 
them [quizzes], the majority of them are done in class. But occasionally ... I do a 
couple of quizzes simply on Blackboard™ ...to get the students used to 
Blackboard™. The first couple of quizzes will be very simple quizzes and it’s 
done on Blackboard™ so they have to get into there to respond to the quizzes. 
Then of course I use the responses to figure out if any of the students are not on 
Blackboard™ and that way 1 can contact them and get them on Blackboard™. 
After that it could be not too many, 1 usually do about 25 quizzes maybe about 5 
of them are done on Blackboard ™ and the other 20 would be regular quizzes.
Michael discussed how critical it is to get that feedback from the students. In his course
and science courses in general content builds on top of itself. If a student misses a
concept early on, it is difficult to recover.
The online quiz feature was a tool cited by Twigg, in her round one report on the Pew
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Michael: You are building a foundation for other courses. If students don’t 
accomplish and learn a certain amount of stuff they are not going to be able to go 
on ... You have to lay down a certain foundation before they can go on . . .So, we 
kind of have to expose them to all of that so that they can take the next class.
Bates and Poole (2003) connect the fostering of critical thinking skills with the
use of communication technology. They state that most research on the effective use of
communication tools has been:
...helping learners develop their own meanings of concepts and ideas presented in 
the course or offered by other learners (a constructivist approach to learning). 
Surprisingly few focus specifically on how to develop critical thinking skills 
through discussion or how to facilitate discussion that leads to new ideas (original 
thinking), (pp. 233-234)
Critical thinking is an often-mentioned goal of education in general. The openness and 
connectedness of communication that emerged in Theme 1 was what Meyers referred to 
as r i c h  c n v i r S n f H g R t  that c a n  faster thg dgvglspmgnt sf eritieal thinking skills. ‘‘Critical 
thinking skills develop best in an atmosphere of dialogue, interchange, and problem 
solving. Students do not learn much about critical thinking merely by listening to the 
professors’ lecture” (Meyers, 1986, p. xii).
During the first interview William shared how he used the discussion board to 
provide students with a forum to discuss the class online. He posted a main topic, a 
question about how the class was going, and allowed students to post questions and 
answers among themselves. He monitored the discussion at times to see if there were 
specific difficulties with the lectures or course content, but left the students to answer 
each other’s questions themselves.
William: Then during the second semester I got a hold of the discussion board and 
I got used to it. That I found was a very good way of keeping track of what the 
students were thinking about course ... I use it in the sense that I monitor it. I 
don’t take part in it as such, because then the students probably might get the
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feeling that I’m checking their talk. Instead of me taking part in the discussion 
board, daily, I keep track of what they are talking about and that gives me some 
ideas on how the course is going.
During the next interview he described a free flow of conversation between the 
students.
William: I think if I start participating then the students get a little bit more 
probably reserved and they tend to be on guard as to what they are talking about, 
what’s going on in class. Right in the beginning I tell them that I monitor the 
discussion so that they know ... that it is in the back of their minds that I am 
monitoring it. But they seem quite freely to exchange views about what’s going 
on and I think if they see me butting in there that could disrupt the flow I think. 
So...of course if I have to tell them something about a certain problem I will then 
send a separate e-mail, not just a discussion on the board.
Several students had been participating in the discussion board, but were concerned that
others weren’t joining in. William encouraged participation by announcing in class that it
was open and available.
William: Three weeks after I posted [the main discussion topic], I announced that 
the discussion board was there and could see that only 2-3 students were using 
this. Then, one of the students sent me an e-mail and said that, why don't you 
announce it in the class so that we can get more people in more. So 1 sent another 
e-mail and announced it in class and I saw some more joining. Usually it picks up 
after the first test.
Theme 2: A vailability and A ccessibility
Theme 2: The CMS provides the facu lty  member with a location to provide course 
content making the content easily available and accessible fo r  the students.
Students are entering courses with the expectation that they will find the syllabus, 
assignments, lecture notes, and resources that they need for the course in the CMS. 
Faculty report that posting of the course content in the CMS makes their teaching easier, 
as they are able to update documents and provide wider access to information. The
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flexibility of completing assignments online, taking quizzes, and organizing student’s 
work anywhere, anytime is an advantage for both the student and the faculty member.
This theme was the first one to emerge and the most obvious. The term “24/7” 
has become so much a part of our culture that we tend to expect that type of service in 
every aspect of our lives. David Lasner (2004), in a presentation at a higher education 
technology conference, reflected that students today expect, and should get, their 
university to provide the same kind of service they receive from the their online bank.
He posed the question, if a student can see online what checks were written and what 
deposits had been made in his or her own account, does not have the capability to change 
those check or deposit amounts, then, why can’t that student view his own transcript 
online? The technology is the same: a secure, password protected, online environment 
with “read-only” access. It does not appear to be such a difficult question.
One answer Lassner (2004) suggested was that funding issues dictated slow 
technology growth in higher education. When Amazon.com set out to develop software 
enabling customers to purchase everything from books to lawnmowers online, they 
required a financial plan outlining a specific timeline for a profitable return on 
investment. In higher education, that return is the education of a student, not a direct link 
to a profit line at the institution. Nevertheless, students do expect the same accessibility 
that technology can provide. “There is a strong demand for flexible learning” coming 
from students (Bates & Poole, 2003, p. 119). Students require access anywhere and 
anytime. Demographics of the average student have changed in that most of them work 
and have other outside activities.
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One of the concerns that the participants have heard from other faculty regarding
posting of course materials online is that students will not come to class. William did not
have that concern and his attendance records proved him correct:
William: I think my attendance is 80-90%. One thing I do is that there are quite a 
few pop quizzes. That might be one reason that students show up. That amounts 
to about 10% of the final grade. So, it is simply because the lecture notes are 
there, posted previous to the lecture, I don’t have the problem of the class only 
half full. I firmly believe that good pictures speak 1000 words. It’s just not a 
picture, this picture slide and this diagram slide, [there are] animations too. 
Students tell me that these diagrams are very helpful and that the lecture notes are 
very helpful.
Posting the lecture notes before the class helped student to prepare for the class. It also 
provided them with detailed diagrams which would have been difficult to draw while 
sitting in class as listening to the lecture. During observations of William’s classroom I 
saw that most of the students had the printed lecture notes in front of them and listened to 
the lecture without taking notes. The students appeared to be engaged in the lecture by 
listening and viewing the projected diagrams on the large screen. They participated by 
responding to questions the instructor asked in a limited manner. The size of the 
classroom and number of students appeared to be deterrents to effective question and 
answer sessions as a whole.
Observations of all virtual classrooms revealed a large number of students taking 
advantage of the posting of lecture notes before and after class. Michael did not post his 
lecture notes before class, but did post his in-class notes and diagrams after the lecture. 














• textbook publisher links
• e-mail messages
• gradebook
• animations & videos
Carol describes the ease and flexibility of posting documents on the course site:
Carol: Just trying to make it a little bit lighter.. .things like the book assignments 
also I could post things on the website about what I wanted them to do, I could 
post documents, I could post a copy of the syllabus, that sort of thing and make 
those things available.
William: And then, when I came here and I saw Blackboard™, I thought, “boy 
this is really what I wanted”. Blackboard™, to me, was it was... yes it is making 
my teaching easier, but I’m using it because it is making the student’s learning 
process easier too. I think the students benefit more than we do.... Certainly yes, 
the Blackboard™, to me, is the tool that makes the student’s learning process 
easier.
Theme 3: Professionalism and Responsibility 
Theme 3: The CMS is used as a tool in accom plishing a goa l o f  higher education  
in the developm ent o f  students as professional and responsible individuals. The 
responsibility of the faculty member is to model and foster the development of this 
professionalism in the students. The students must understand their role in the 
educational process and accept their responsibility in becoming that professional 
individual. An aspect of modeling professionalism is the concept that the teacher is 
conducting a performance every class session and acts as such. This modeling is carried 
over into the CMS by providing access to authentic (real world) information. By
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providing students with access to their grades the responsibility for assessing their status 
in the course became their own responsibility. If an assignment is missed and the student 
receives no points, the responsibility becomes that of the student to talk to the teacher or 
make sure the next assignment is submitted on time. Announcements and changes to the 
course are posted in the CMS, encouraging students to take the responsibility to check in 
frequently.
The concepts of professionalism and responsibility emerged early in the 
interviews. They were difficult concepts to visualize I returned to it over and over again 
and eventually likened it to something I learned in one of my early Foundations of 
Education courses. I was presented with the question in class, “what is the purpose of 
public education?” I was surprised by the answer, “to make good citizens.” Aristotle said 
that “education is therefore the means of making it [the society] a community and giving 
it unity” (1962, pp. 51). To be a good citizen and a contributing member of the 
community is to be a responsible and professional individual.
Boyer’s High School, published in the 1980s, included a list of the four essential 
functions of the high school, 1) develop critical thinking, 2) learn about themselves (in 
relation to the world), 3) prepare for work or education, and 4) fulfill social and civic 
obligations (1983). Again, if one puts all of the characteristics together it defines a 
professional. Though Boyer’s goals relate to students in high school, they continue to 
apply to higher education. Maeroff wonders how universities will be able to handle the 
online components of education since “schools and colleges pride themselves on the 
ways in which they say they shape the attitudes and character of students, supposedly 
equipping them for responsible citizenship, for life itself’ (2003, p. 268). Spring states
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the goal of education directly as “educating future citizens” (2000, p. 6). His definition 
of citizenship was based on a political perspective. Professionalism from the political or 
citizenship perspective, higher education in the United States does have a goal of 
modeling and developing professionalism in their students.
In reviewing discipline-specific curriculum in the fields of science, math, arts, 
education, and humanities in different universities through the United States, though I 
found a variety of definitions of professionalism within the different fields, I found goals 
related towards the development of professional and responsible characteristics in all of 
them.
Two of the participants described their role, as a teacher, as being instrumental in
making professionals out of their students. The third participant described her role as the
same, with expectations of developing the same type of characteristics in her students,
but did not initially use the term professional.
William included the following professional expectations in his online Student
Handbook, which was required reading for the students at the beginning of the course:
[This] University Science [course] has coordinated short-tenn goals that are 
designed to engender long-term benefits for Central University’s students -  who 1 
hope will become future leaders in their professions... Nurture effective levels of 
self-discipline, motivation, and confidence that will help develop your technical 
potential to its fullest. We want you to succeed and prosper in a multi-faceted life 
after Central University... I want to bring out the best in you. I do care.
Both participants that used the term “professional” were teaching in the natural science
field. Scientists are generally referred to as professionals. There are professional
standards for many things: protocols for research, formats for reports, behavior and attire,
respect for colleagues, values and ethics. Michael shared his thoughts on what his role
was in teaching his students during the first interview:
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Michael: As I teach freshman more and more I learn that those factors can be just 
as important, for certain types of students. So, we are teaching them more than 
just simply how to do science. We are teaching them how to be good students 
o verall, but, also, good problem solvers, goal setters, and all of those things that 
we want in professionals. Those are good principles to try to get them to learn, 
even in their first year.
Michael modeled this behavior in how he taught the course. When he conducted an 
experiment in the course, he wore a lab coat, safety glasses, and met all of the 
professional safety requirements. He also discussed how he treats the students with 
respect and professionalism. He expected the same from his students. He had high 
expectations for the students, quality papers, ethics in taking quizzes online and respect 
for copyright rules in relation to the handouts he provided for them online.
William described similar expectations in his classroom. In addition to posting 
the student handbook described above, he started his first class of the semester out by 
explai ning that he expected professionalism from all of the students. He did not expect 
that his students all knew what professionalism meant, but assured them that they would 
be provided with opportunities to learn what it meant. From his years of experience 
William had learned to become a professional and shared that by being a mentor to his 
students so they could develop the same values and skills. He used the CMS to post the 
handbook describing his expectations. He gave them a discussion board to communicate 
with each other, professionally, regarding the course. He sent them out, through the 
CMS, to real life websites to investigate problems in science. He encouraged students to 
find his mistakes in his lecture notes in the CMS and bring them to class. He respected 
the students, and modeled professionalism as their teacher, researcher, and scientist 
(Postman, 1995, p. 125).
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William: To me, I start the class by telling the students that my course is more 
than just teaching science. I also tell them it is about training professionals ... I 
always tell them that whatever you do here should account for some kind of 
training for you to be a professional. Because that is what they are going to be ... 
Giving them the responsibility and training them to handle the responsibilities ... 
is part of training a professional ... Sol think giving them the control is just a part 
of their training. For them to learn how to handle, the amount of control that they 
have and how to use it properly, it’s a part of their training. I have in my 
handbook; in addition, I really hope that I have taught them something about 
being a professional. Having a certain amount of control and using the control 
properly. It’s a part of that.
Carol did not use the specific term professionalism in her descriptions of hew she taught 
or why she used the CMS. She did relate the characteristics that I have described above 
as goals in educating her students. I discussed the concept of professionalism with her 
during the third interview for clarification. She concurred a goal of her teaching was to 
foster the development of the characteristics of a professional in her students. In her field 
the term professional may not always have been used; it may have been a combination of 
professional and artist.
In Carol’s discussion an example of an assignment relating to this concept was the 
art event report. The art event assignment was posted on the CMS. The students were 
able to receive course points for finding, attending, and writing a report on an art event of 
their choosing. In attending the art event they must dress, act, watch and listen 
appropriately, and learn how to see events from different perspectives. In the report they 
were to describe everything that occurred. Some of the students asked Carol what events 
to go to, what the term, appropriate, meant. She directed them to professional 
organizations to guide them in finding the answers to their questions, through the CMS 
web resources. She also shared how she modeled the behavior of a professional in her 
teaching of the course.
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Carol brought up what she described as an unintended benefit of using a CMS and 
related it to the development of professional behavior in her students. That benefit is the 
development of technology skills that will follow the student through their professional 
career. She also commented on the collaboration opportunities students have with each 
other in learning those technology skills. The more students that use the CMS in her 
class and other classes the better it is for everyone, including the other teachers.
Michael’s performances in his science classroom were examples of modeling 
professional behavior. McKeachie describes the lecturer’s performance as “a scholar in 
action” (2002, p. 54). Michael performed experiments during class and followed all of 
the standard procedures that would be required of a researcher conducting a study in his 
or her own laboratory. He videotaped several of these experiments and posted them 
online for students to view. Michael also provided his students with access to animations 
to demonstrate actions and reactions that relate to theories he was teaching. He directed 
students to the course textbook publisher’s website through the CMS to interact with 
authentic material. He integrated a course cartridge from the textbook into his Fib course 
site using quizzes, animations, and graphics from the publisher for the students to use in 
their studies.
Carol was a performer and a believer in real life experience. During class she 
entertained, using every type of media and technology tools available: CDs, DVDs, 
slides, videotapes, audiotapes, vinyl records, document camera, computer and LCD 
projector. The same was true for her use of the CMS. She did not just tell them 
something, she asked that they go out and find it in the real world.
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Initially she thought students knew what she expected from them, because the 
courses she taught at. her previous university included mostly students who were majoring 
in the arts. Those major students appeared to be more focused on what the expectations 
of the courses were. After a couple of semesters teaching at Central University Carol 
decided to use the CMS to help describe and encourage the development of the skills she 
wanted the students to learn in the course. One of those skills related to the concept of 
being a well-rounded professional and responsible person, the skill of learning how to 
listen.
Carol: I am very entertaining.. .but it seems to me that a lot of them do learn and a 
lot of them do change... one of the last essays of the class the last two years has 
been...because I am specifically interested in listening... ‘Do you think your way 
of listening to music has changed?’...and a significant number of them say yes 
and give me specific examples ... I used to do this and now I do this. ... I want 
them to listen better.. .1 want them to use their ears and not just for music, but in 
general, I want them to open up their ears and listen. And pay attention and then 
they can make whatever aesthetic judgments they want, as long as they have 
listened... I am clearer about what I want them to do and clearer about things I do 
that are in an effort to get them to do that... I think it is all working a lot better.
Carol’s course site includes a link to the local newspaper with instructions that it is
recommended reading. She also provides the students with a link to a website developed
by the textbook publisher for the course. Both of the other participants have links to their
textbook websites and utilize the resources of the publisher to a great extent. This gives
students access to authentic information that is kept current by professionals in their
specific fields.
Theme 4: Student Control o f Learning
Theme 4: The use o f a CMS provides students with control o f their own learning, 
control is critical for the success o f the students ’ long term retention o f the concepts and
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prin cip les presen ted  in the curriculum. An atmosphere of openness, flexibility and trust 
encourages participation in the students’ own learning. Flexibility of the choice in 
assignments provides students with choices based on the students’ individual learning 
styles.
During the past several years there has been a shift towards student-centered
learning, away from the teacher-centric model that had dominated higher education for
many years (King, 2003, pp. 47-52). Maeroff (2003) discusses how students must learn
how to learn. The context for his discussion is in regards to students who are engaged in
online learning, but he admits that it applies to all learning.
Those who can teach themselves, in effect, take control over their own learning. 
Whether working online or in a classroom, they use the material as a starting 
point and the instructor as a coach who does not have to hold their hands each 
step of the way. (Maeroff, 2003, p. 106)
Laurillard (2002) discusses student control by reflecting,
If students are to have any control over their learning, then they need some 
information. The voyage of discovery does not have to be a mystery tour. To be 
well equipped to get the most out of the learning session, they need to know why 
this topic is important and interesting, the prerequisite knowledge or skills, the 
learning objectives in view and how they are assessed, and how much time to 
allot to it, and how to approach it. (p. 200)
Froh and Hawkes express the same conviction, that student control over learning is
essential (1996). They use the phrase “student involvement in learning” to describe that
control (p. 125). The involvement must be active, “anything that involves students in
doing things and thinking about what they are doing” (Bonwell & Bison, 1991). By
students having the control to make decisions on when, where, why and how to access
course materials they become active agents in their own learning. The CMS platform
provides students with opportunities to take that control.
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Some of the skills they can develop through that control are ‘'study [habits], 
informal discussion, time organization, establishing relationships, and academic and 
career planning” (Froh & Hawkes, 1996, p. 125). Development of study habits was a skill 
all participants noted as necessary for the undergraduate student. McKeachie points out 
that “most student learning occurs outside the classroom”, reminding teachers not to 
concentrate only on a “dazzling classroom performance” (1999, p. 7).
Not all students are ready for this control. Typically students enter college from 
high school with little understanding of how to manage their time and make productive 
study choices. Palloff and Pratt (2003) have described what it takes to become a good 
virtual student. These characteristics also apply to being a good hybrid student;
• Needs to have access to a computer and a modem or high-speed connection 
and the skills to use them,
• is open-minded,
• is not hindered by the absence of auditory or visual cues in the communication 
process,
• is self-motivated and self-disciplined,
• is willing to commit a significant amount of time to their studies weekly,
• is or can be developed into critical thinkers, and
• Believes that high-quality learning can happen anywhere and anytime 
(pp.5-8).
Michael stated that he initially set up some tasks to point students in the right
direction to establish those necessary study habits. He forced them to take notice of the
need for the study habit and then left it in their own control.
Michael: What I am doing is I am taking these inexperienced freshman students 
who probably have very poor study habits and 1 am forcing them to go in and do 
something in this course [Bb] on a regular basis. That way they are not coming 
up to the evening before the exam and deciding then, oh, 1 need to open this book 
and start to study. At least I have forced them to go in and do something.
Michael mentioned several tools he employed to encourage the student contra!, quizzes
and student-run study sessions. The quizzes were available for students to take online for
additional points in the course. The student-run study session were offered prior to
exams and available as options for extra help.
Michael: I also offer help sessions before exams. And, I really work at trying to 
get people to be interactive in those. Those are by far the most interactive 
sessions that we have. Because it is entirely given by the students, and I let them 
know that. This is for you, and I am not going to come up and just do another 
lecture for you. And that works well.
Carol puts the control of their own learning in the hands of the students the first
day of class. She is direct in her approach that the choices are the students’. Her grading
system is flexible so that students make their own decisions about what assignments to
complete and what not to complete. They have choices about the type of assignments,
when to complete them and how, online or turn it in on paper, essays or multiple choice
are some examples. Some students have even been able to do so well in the class, receive
an A, without attending many of the lectures. They must be able to show her they
understand the concepts by completing essay type of assessments.
Carol: When I walk in the first day of class...if you are here because you want to 
learn something about this topic and you are seriously interested in knowing more 
at the end of the semester than you are now, 1 am here for you, 1 will do whatever 
I can for you. ... The essays that they do on the web... Blackboard™ has gotten 
easier and easier to deal with those. [Before Blackboard™] I was getting these 
pieces of paper from all of them,... and then the whole thing about when is it due 
and how do I monitor whether it got in on time, and how do I deal with the 
students who come up “it got lost in my notebook, my little sister put it under her 
mattress..” ...1 don’t know, but of course Blackboard™ took care of that because 1 
just said, they are up there from Friday to Friday. If you go or. there and it is not 
there, that means you blew it, you missed it.
With over 200 students in two courses, it seemed natural for Carol io use Blackboard™. 
The organization of the course would have been impossible without some type of online
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Bb, Carol put the control in the hands of the students. Descriptions for assignments were
posted on the course website. It was each student’s choice whether he or she went into
Bb to look over the assignment descriptions and complete them.
Carol: They can’t say they weren’t in class and missed it, they can’t say they 
didn’t understand it because I said it too fast...you know.. .it’s there. They go 
there, it’s there for them, all they have to do is read it and follow the instructions. 
If they need help they can e-mail me and ask about the instructions, but it is right 
there. And yes, it solves a lot of problems.... The ones who don’t make the 
decision to learn, like I said, I am trying very hard not to worry about, that’s their 
problem and not mine.
All of the participants discussed using the CMS to organize their students into
groups. Michael had tried using the group tool in Bb one semester to help the students
study prior to tests. It did not work out as he had hoped, and he learned some things from
his attempt. He knew that engaging students in group work was pedagogically sound and
wanted to try it in his large class. So, he used the survey tool in Blackboard™ and asked
the students to evaluate themselves on what they thought their own skill levels were in
the subject of the course. He reviewed the results and organized the students into small
groups of three to five including a variety of skill-sets.
Michael: I then said okay, here are the groups. I had maybe ten or fifteen groups 
of maybe....and I also let them say if you would like to have someone else be in 
your group, let me know and I tried to respect those as well. I set these things up 
and said here you go. These are the groups I want you to meet every week to help 
each other with the assignments, and good luck. Well, it didn’t work.
It was a great plan, but what Michael found out was that the students wanted to make
their own groups. They needed the control over their own learning, outside of the
classroom the forced group-work was not effective.
supplementation for assignments, communication, and grades. By posting information in
Michael: I don’t think any of them really utilized it...I talked to some of the 
people and they said... no we kind of e-mailed each other after the first one and it 
just didn’t work out ....if they were going to make groups they made their own 
groups ... You can’t just simply say you are now a group and expect them to be a 
group because it just doesn’t work that way. I thought, oh because now I made 
these things compatible and this group is a compatible groups and kind of has 
shared interests and they.. .no one is going to feel threatened because you have 
this real brainiac in science...it would work fine. It just didn’t work at all.
Michael’s analysis of the study group project was:
Michael: My gut feeling is that more work needs to go into doing this. It gets 
back to this freedom and responsibility...! think it is far better if they take the 
responsibility of forming the groups themselves and they have the freedom to 
form whatever groups they are going to do...and that is going to make them much 
more robust. Rather than me, from outside and saying you, and you and you are 
going to work together. There are probably a lot of reasons why it didn’t 
work...to me the fact that they didn’t decide for themselves who they would work 
with and the fact that.. .there really was no input from me. For instance if I had 
said for every group that forms we are going to have separate assignments and 
you are responsible for working on them as a group and handing them [in] and 
maybe I would accept these in lieu of just doing the regular online 
assignment...that might have been one way to get these groups to work a little bit 
more... if they had a task... a definable task, much more than just, OK lets get 
together to help each other. That just didn’t work.
Using what he had learned from the first attempt, Michael had plans to try the group
work assignment the next semester. Carol had not tried group-work online, but was
planning on setting something up the next semester. She thought it would help to put
some of the control and responsibility into the students’ hands:
Carol: I am thinking if they are going to do group work, I am going to set up the 
groups on Blackboard™ and have them communicate with each other that way.
So that it isn’t always a matter that they have to track each other down, they have 
to manage schedules. If they can be responsible about i t ...
The constructivist view of teaching and learning rejects the transmission model of
education where the lecturer stands in front of the class and lectures. The standard
lecture model encourages passivity in the students, as if the only cognitive process
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occurring is memorization. No long term retention, so no real learning. Duffy and
Cunningham (1996) share two main tenets of the constructivist model of learning:
Learning is an active process of constructing rather than acquiring knowledge, 
and, instruction is a process of supporting that construction rather than 
communicating knowledge, (p. 171)
Theme 5: It is a Course M anagement System  
Theme 5; The CMS helps the faculty member organize and manage the structure 
o f  the large course (course management), thereby reducing the time spent in-class on 
those functions and expanding the time available fo r  more critical thinking skill 
development, concept analysis, problem -solving, and assessment. Assessments in the 
classroom are effective forums for providing real-time feedback. The primary concepts 
necessary to understand the course are best taught in the classroom with the CMS used to 
supplement by providing access to repetitive problem-solving exercises.
Key findings from a study at UC Berkley (Harley et al., 2003) on using 
technology to enhance large lecture courses indicated that there were considerable time 
savings when instructors posted course information online that was normally repetitive in 
nature. This type of information is often referred to as housekeeping, reminders to 
students of deadlines, descriptions of assignments, and requirements of the course. It was 
found that lectures could be a positive experience for students when the lecture included 
“interaction with other students and the instructors, the experience of live demonstrations, 
and improved personal discipline and concentration” (p. 7). McKeachie includes 
“focusing on key concepts, principles, or ideas” in his list of what lectures are good for 
(2002, p. 53).
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Carol discussed how Bb is useful at the end of the semester to save her time in
grading.
Carol: So that’s good.. .1 will admit that when things get tight towards the end of 
the semester the ability to... in this last round of Blackboard™... to be able to go in 
and just do a search and replace would be great. So the ones that I have looked at 
I can...have already got the number, and the ones that I don’t I can just do replace 
the exclamation point with ten and I am gone.
She also noted that having students send in assignments online has saved her time in
shuffling through their papers, and connects the time-savings to being able to maintain
her pedagogical integrity in the class. Without Bb she would be inundated with course
organization and administration, even though she does have a teaching assistant.
Carol: Yeah, you wouldn’t have to type it up, you wouldn’t have to.. ..it would 
actually be easier because you wouldn’t be shuffling paper, you would just go 
through the file... the more of that that happens, I am and continue to be appalled 
at the classes that just get bigger and bigger, but I will admit that the technology 
makes it at least feasible. It makes it possible to maintain some level of 
pedagogical integrity.
Michael commented about the time-savings. He shared how some of his colleagues 
created their own webpages before the campus had a CMS. It took them time to learn the 
process and to continually update the information. He knew that it was a valuable 
addition for the students but did not have the time to do it himself until Bb came to the 
campus.
Michael: And, it just seemed, there was no way 1 was going to learn java and 
html... there’s just no way that I had time to do that. So, when Blackboard came 
along I thought, hah, this is great. I mean it does all the hard work for you and I 
can just utilize that shell to do what 1 want to do with my students ...
The first tool he used in Bb was the gradebook:
Constructing my first spreadsheet of the year is a snap. Whereas before it was an 
arduous day long task to simply log in all of the grades and then obviously 
logging in grades for every single assignment.
William talked about how he watched the students to get a sense of whether they 
understood certain concepts through the discussion board, e-mails, quizzes, and in-class 
interactions. Since the course was fast-paced and structured so that specific content was 
covered in order to have students move on to the next sequenced course, it was critical 
not to deviate from the syllabus. To accommodate for the times he found that he needed 
to review a certain segment of the course he would post the content he ran out of time to 
cover in Bb. He would briefly point out to the students how to access the additional 
material online and then go into a deeper review of the key concept they appeared to be 
missing.
William: If I feel in a certain section that I am running over on time I try to focus
on the concept that is absolutely necessary for them to go on to the next level.
Maybe drop the not so important concepts in a particular section.
The development of critical thinking skills, though always recognized as a goal of 
education, has become more of a clearly defined objective in higher education curriculum 
today (King, 2003). Technology can be used as a tool to encourage the development of 
these skills by providing access to more information online and easily available. When 
students can view and interact with those vast resources so easily they have an 
opportunity to begin to make critical decisions about the value of the information. Those 
decisions can be discussed during in-class time, by having the time and interest in asking 
and answering questions relating to content rather than the housekeeping-type of 
questions that can be redundant and repetitive.
The participants all discussed how they valued the time they were able to free up 
during class by posting information on the course site. Their intention in posting that 
lower level type of information was to foster the development of critical thinking skills in
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class by having more time available to interact with the students. Whether the 
development of those skills occurred in the students would be an interesting research 
study.
William: I’m using it because it is making the student’s learning process easier 
too. I think the students benefit more than we do. ... What I figured was, if a 
student were to write down everything here, he would be doing nothing but 
writing down while I do the lecture. He wouldn’t be able to interact with me or 
even basically pay attention to the lectures. So, I decided that I was going to post 
all these lectures notes 2 days prior to each lecture on Blackboard™ in PDF 
format. I basically require the students to bring the lecture notes to the class. In 
the case like this (show a colored diagram -  complex) whenever there is a 
complex diagram, the diagram would be in the version that I post. And, any 
lengthy equations or lengthy comments would be on the posted version too. But, 
in many cases there would be certain things that the students have to write down. 
It is not the full lecture note that I pest. Anything that I think would take the 
student a long time to write down, it would be on the lectures that I post. So, to 
me, Blackboard™ has been used to just to do that.
Throughout the interviews I heard from the participants how they recognized the 
need for real-time assessment in the classroom to evaluate their own teaching and the 
student’s comprehension of the content. They tried different methods, all with no great 
success. Methods included asking questions, reviewing previous content, in-class 
quizzes, and asking for students to volunteer. The reasons the different methods did not 
fully provide what the participants were looking for varied with the method. In a class of 
200 students, asking questions was not effective. Either the same few answered them, or 
no one would answer them. The same held true for the attempts to get volunteers in their 
classrooms; the same students who stood up to answer were generally not the ones who 
needed help.
The review of content appeared to help, but without direct feedback, the content 
may have been understood by the students the first time, making the review unnecessary.
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In-class quizzes were helpful, but had the same issues as online quizzes; the feedback
came too late for the participant to react during the time the content was being presented.
The in-class quizzes took time for the students to write, time to collect, and time to grade.
The results were usually not available until the next class period, if there was a teaching
assistant available to help, or possibly the next week.
Some participants used online quizzes as a form of assessment. The disadvantage
noted by using that tool was that the quiz was taken by the students outside of the
classroom, after the participant had finished teaching a particular concept and had most
likely moved on to several new concepts. By the time the quiz was taken and the
participant viewed the results, a day or two may have passed. In the science course this
was especially a problem. The concepts that were taught built upon each other, a
foundation was being built that needed to be solid with no gaps. If the participant was to
use the assessment in order to modify his teaching, he would have to go back to that
concept and start all over again. Cross and Steadman (1996) used an analogy to highlight
the need for a feedback loop in education.
Imagine a group of people learning archery in a darkened room, where both the 
target and the feedback on hitting it are invisible. The learners might be provided 
with the best and most sophisticated equipment that money can buy; have one-on- 
one coaching form an expert who demonstrates effectively how to hold the bow, 
get the right tension in the string, and place the arrow; and have access to study 
materials on the dynamics of flight and the arc of the trajectory. Despite all of 
this input, it is pretty clear that they are not going to improve their performance 
until they get some feedback on whether they are hitting the target, (p. 9)
Gao & Lehman (2003) state that “Feedback is information made available to
learners to compare actual performance with some standard of performance" (p. 371).
Feedback is a critical component in the interaction between the student, instructor and 
course content. It can affect the students’ focus on learning and their academic success.
What emerged from this research is that by using the CMS to provide students 
with access to facts, such as dates, definitions, formulas, and articles, in-class time was 
more available for the more complex critical thinking type of contents and for the real­
time assessment that felt was required. In class assessments are a very effective form of 
evaluation and can provide the faculty member with timely information (Angelo & Cross, 
1993).
If the students prepared for class by using the information posted in the CMS, the 
in-class sessions became more productive. I asked if this were not also the case when in 
the past instructors provided handouts to the students to read and review before class. 
They reminded me of the availability, accessibility, and flexibility of posting that 
information online. I was also reminded, by the participants, of the number of trees that 
it would take to keep up with printing all of those handouts in the age of explosive 
information growth. Most important, what emerged was that the expectations of students 
had changed; they had been accustomed to the internet as a source of information that 
was immediate.
What emerged was an unexpected benefit, time available for real-time classroom 
assessments. The next step was to come up with a real-time assessment tool for the 
classroom that would solve the lack of participation in the questions and answer sessions, 
the time involved in collecting and grading quizzes, and the embarrassment of 
volunteering. William was currently piloting a new tool used to interactive, real-time
classroom assessment. He told about his need to know if the students comprehended a
new concept he was presenting before he moved on or continued to review:
William: ...that I don’t have to spend too much time trying to explain a diagram 
that they have already looked at, or a concept that they have looked at. Now that 
is where, now I have this system, this conception that they students know 
something about what they have read. Right now it’s hard for me *o test it. This 
is where the new PRS [Personal Response System] system will come where l 
come into class I know what they have read, they have my notes, 1 can within 2 
minutes find out the level of comprehension. Then I can fine tune my lecture to... 
if I think the students know this concept really well then 1 don’t spend much time 
on that concept and 1 can go on to the next one.
William was describing the Personal Response System (PRS), which works similar to the
television show, “Who Wants to be a Millionaire?” William asks a series of questions,
the students respond by using their wireless transmitters (similar to a TV remote control).
When everyone has answered a graph appears on a large projected screen in the front of
the room indicating how many students responded correctly and incorrectly to each
answer. It provides instant feedback to the instructor and to the individual student,
whether the answers were correct or incorrect. Feedback to the instructor indicates
whether the students as a whole are following the concept through to its application. The
students, in an anonymous manner, can assess their own understanding compared to the
class average. This tool can be used as an anonymous tool, or can be tracked connecting
the answers to the students and entered in the gradebook.
Both Michael and Carol were interested in using the PRS in their own classrooms
to improve assessment. The connections between this and the discussions about the use
of the CMS were: 1) CMS provided more time in class for assessment, and 2) if the PRS
was used for actual in class quizzes the data could be uploaded into the CMS gradebook
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and become a part of the students online gradebook (connecting to theme 1 -  need for 
feedback in the online gradebook).
Weigel (2002) uses the phrase, “deep learning” to describe what he believes 
should be the goal of educators in the digital age. Deep learning is “learning that 
promotes the development of conditionalized knowledge and metacognition through 
communities of inquiry” (p. 5). Weigel states that deep learning and e-learning are 
“inseparable”. “Deep learning is rooted in the formation of conditionalized knowledge, 
metacognition, and communities of inquiry” (p. 7). Using his model instructors would 
teach concepts and methodologies relating to realistic problems, problem-based learning. 
The problem-solving tasks can be performed outside of the classroom, by using the CMS 
to post assignments to provide students with time to work on the problems and repeat, if 
necessary. “A better method is to allow the student to complete the task undisturbed, and 
to give a retrospective account of how they experienced it, as one might describe an event 
witnessed (Laurillard, 2002, p. 42).”
William: In physics you deal with situations that are not that very obvious and a 
good diagram helps to explain the concept. On top of that now I have started to 
incorporate animations. Most of the textbooks come with some of their figures 
are animated now. So, 1 would incorporate that into the lecture. 1 would talk 
about a certain topic, click on a certain button and then an animation would come. 
And then you discuss the animation and then change the parameters and ask the 
question, what do you think is going to happen now? Run the animation, and then 
discuss the result, and try to compare it to the responses that you got. Starting this 
semester whatever animations ! iun in class would be available on the website 
through the book.
With the tools the CMS provides students can take their work out of the 
classroom. It can, when used effectively, provide an environment conducive to authentic, 
real-world learning, that wasn't possible in the traditional classroom. Light (2001)
reported that a “steadily increasing number of undergraduates work in computing and 
technology. Many doing this for their own learning, separate from paid employment”
(p. 27). The students come into the classroom with an interest in using technology. 
Faculty can capitalize on that by posting interesting and interactive exercises that can 
foster and develop problem solving skills for students to work on outside of class.
Grounded Theory
As described in the Chapter II a grounded theory emerged from the data in this 
study. The theory stated that the decisions faculty make about the use of a CMS are 
based upon sound pedagogical principles of teaching and learning, employing strategies 
that have been proven through research and/or experience. The faculty members 
improved their teaching using their own constant comparing methods by employing 
strategies, reviewing the consequences, and making changes in their teaching methods 
and their use of the CMS. The decisions to utilize different tools in the CMS were based 
on best practices through their own experience or as learned by participating in 
professional development activities such as forums, workshops, and/or grants.
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CHAPTER IV
CONCLUSIONS AND RECOMMENDATIONS 
Summary of Findings
The faculty members who participated in this study were quick to verbalize the
reasons why they decided use a course management system. The reasons they listed
matched with their teaching styles and methods related in the interviews and observed in
the classroom. They cared about the teaching and learning environment in and outside of
their classrooms; how they were teaching the students and how the students were
✓
learning. All of the reasons that were related by the participants regarding their use of the 
CMS connected to some type of learning benefit for the students. They were dedicated 
faculty members who made well thought-out decisions before building any changes into 
their curriculum.
Some of the participant’s decisions, based upon an intended, specific benefit to 
the students, resulted in additional unanticipated benefits. An example of a significant 
unanticipated benefit of posting documents online, which was initially intended to 
provide easy access for students to study and prepare for the lecture, resulted in an 
additional benefit of freeing up some in-class time for more critical thinking, complex 
concept types of teaching and learning experiences (Twigg, 2003; Harley & Henke, 2003; 
McKeachie, 2002). The participants related that there was less time, and less chance for 
error, spent on drawing out diagrams, and more time on discussion of the concept and
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interaction with the students. As more of these benefits became apparent, the participants 
related that they tried using the tools in new ways. King identifies this as an “affirming 
and connecting” stage in her description of the faculty member’s journey in their use of 
technology in teaching (2003, pp. 27-28). It is during this stage that the faculty member 
“begins to appreciate that they know more about using technology than they thought they 
did ...” (p. 27).
In reviewing a report by Chickering and Gamson, (1987) in which they identified 
seven principles for good practice in undergraduate teaching, I found that many of the 
themes that emerged in this study connected to those seven best practices. The Principles 
are based upon “50 years of research on the way teachers teach and students learn, how 
students work and play with each other, and how students and faculty talk to each other” 
( |  5). Table 9 lists Chickering and Gamson’s seven principles, with explanations of how 
technology could be used in fostering those principles (Chickering & Erhman, 1996).
Chickering and Gilbert collaborated on a revision of the original seven principles 
by identifying how technology could be used as a tool to implement those principles. 
They published, Implementing the Seven Principles: Technology as Lever, in a 1996 
AAHE Bulletin, adding in examples of how technology can be used to advance the 
principles. In the conclusion of the article describing the technology uses, Chickering 
and Gilbert (1996) advocate for active and assertive student participation in learning. 
“Students need to become more familiar with the Principles and be more assertive with 
respect to their own learning” (p. 4). The responsibility students carry, in respect to their 
own learning, translates into active participation in making decisions about the courses 
they take, the teachers they choose, and their role in the course.
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Table 9. Good Practice in Undergraduate Education, Using Technology.
Principle 1: Encourages contacts between students and faculty -  communication 
technologies
Principle 2: Develops reciprocity & cooperation among students -  online study groups, 
internet searches, online group study guides & quizzes
Principle 3: Uses active learning techniques -  learning by doing, simulations, and online 
field trips
Principle 4: Gives prompt feedback -  in class and outside of class communication 
technologies
Principle 5: Emphasizes time on task -  learning good study habits, organization of course 
content, and assessment of one’s own learning with self-quizzes
Principle 6: Communicates high expectations -  publishing course work online 
communicates confidence in and value of students’ work
Principle 7: Respects diverse talents and ways of learning -  technology can offer many 
different formats for assignments, delivery methods, and assessment
(Chickering & Gamson, 1987; Chickering & Erhman, 1996)
Twigg has led the Pew Grant Program in Course Redesign project targeting
courses delivered in colleges and universities since 1999.
The Program in Course Redesign has collaborated with 30 institutions to 
demonstrate how colleges and universities can redesign their instructional 
approaches using technology to achieve cost savings as well as quality 
enhancements. Redesign projects focus on large-enrollment, introductory courses, 
which have the potential of impacting significant student numbers and generating 
substantial cost savings. (2004, ^ 1)
This program has completed three rounds, ten institutions with one course from each 
institution per round. At the conclusion of each round an outcomes analysis was 
performed (p. 1). The outcomes, or lessons learned, echoed the same principles
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discussed above. The outcomes of the three rounds are summarized below:
All ten projects have effected significant shifts in the teaching-learning enterprise, 
making it more active and learner-centered. The primary goal is to move students 
from a passive, note-taking role to an active, learning orientation... Among their 
most important quality improvement techniques, the Round III projects identify 
the same four cited by the Round I and Round II projects: continuous assessm ent 
and feedback, increased interaction among students, online tutorials, and  
undergraduate learning assistants. The Round III projects also cite two 
additional techniques identified by the Round II projects that contribute to 
improved student learning: individualized, on-demand support and structural 
supports that ensure engagement and progress. (Twigg, 2004, p. 1)
The six quality improvement techniques are very similar to the Seven Principles
discussed above. The themes that emerged from the data in this research study also
connected with both Chickering and Gamson’s principles and the course redesign
project’s outcomes.
Twigg’s project followed a cost recovery model documenting the funding 
required for each course redesign, including faculty time (salaries), support, professional 
development, and tech jlogy software and hardwaie purchases. Though time spent on 
integrating technology into the curriculum was mentioned by some of the participants in 
my study it did not develop as a theme. The discussions focused on the pedagogy of 
teaching, rather than the business of teaching.
Though the participants in this study did not hold degrees in teacher education, 
their degrees were in their specific disciplines, they appeared to have recognized the 
value in the principles of good practice. A combination of the participants’ descriptions 
of their most memorable teachers, their own teaching methods, and my observations of 
their classrooms resulted in a documented pattern showing the use of good teaching
researched by Chickering and Gamson (1987), and Chickering and Erhman (1996),
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practices by all participants. Twigg (2004) reported similar findings in the analysis of the
faculty participating in the Pew grant course redesign project:
Good pedagogy in itself has nothing to do with technology. What is significant 
about the faculty involved in these redesigns is that they were able to incorporate 
good pedagogical practice into courses with very large numbers o f  students—a 
task that would have been impossible without technology, (p. 7)
During the interviews, I discovered that two he participants involved
themselves in professional development workshops and activities on the campus related
to best practices in teaching, and one participant was the recipient of a teaching award.
The initial interviews also revealed each participant’s own recognition of good teaching
practices and commitment to become that “memorable” kind of teacher. Their stories
about teachers from childhood through to their own teaching indicated their dedication to
their students and the value of education.
The following is a listing of the five themes summarized by using words taken
from the research data, in-vivo code wording, Table 10.
Table 10. In-vivo Themes.
1. Creating connections, it is all about communication.
2. Availability and accessibility.
3. Professionalism and responsibility.
4. Student control of learning.
5. It is a course management system.
Figure 15 diagrams the direct connections between Chickering and Gamson’s 
principles and the emerged themes from this study. As was found throughout this study,
127
many of the themes connected, in different ways to each other. The same held true in 
diagramming the connections between the principles and themes.
Grounded Theory: The decisions faculty make about the use of a 
CM S are based upon sound pedagogical principles of teaching 
and learning, employing strategies that have been proven through 
research and/or experience.
Theme 1: Communication & Connection 
Them e 2: Availability & Accessibility 
Them e 3: Professionalism & Responsibility 
Them e 4: Student Control of Learning 
Them e 5: Course Management
Seven Principles of Lessons Learned to
Good Practice in Improve Quality in
Undergraduate Education Course Redesign
1. Encourages contacts 1. Continuous
between students and assessment and
faculty feedback
2. Develops reciprocity & 2. Increased interaction
cooperation among among students
students 3. Online tutorials
3. Uses active learning 4. Undergraduate
techniques learning assistants
4. Gives prompt 5. Individualized, on-
feedback demand suoport
5. Emphasizes time on 6. Structural supports
task that ensure student
6. Communicates high engagement and
expectations proqress.(Twigg, 2004, 1
7. Respects diverse P-3)
talents and ways of 1
learning (Chickering & 1
Gamson, 1987)
1
Figure 15. Grounded Theory and Themes Connected to Chickering & Garrison Principles 
and Twigg Lessons.
Not all students are ready for the challenges of learning in an online environment 
(Menges, Weimer & Assoc., 1996, pp. 25-39). The pedagogical goals of facilitating
communication, fostering professionalism and responsibility, and turning over controls to
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the students for their own learning can be intimidating to some students. Some are ready 
for the online experience when they enter college (Palloff & Pratt, 2003). Other students, 
if provided the tools in the right environment, can learn and grow with the challenges. 
The hybrid course format offers an opportunity to introduce students to the concepts of 
learner-centered learning. It provides flexibility so students to make informed choices 
about their own learning (Donald, 2002). "It is not what the teacher does but what he or 
she gets the student to do that results in learning (Twigg, 1992).”
A consequence of the participants’ decisions to use the CMS tools in their courses 
was that students were given the opportunity to make decisions, on their own, to actively 
use those tools that were made available. For a traditional course to become a hybrid, or 
blended-leaming course, the students’ roles advance to include more outside of the 
classroom participation. For those communication connections to occur, students must 
check the course site, read the announcements, participate in the discussions, and actively 
read and reply to e-mail. For the gradebook feedback to make a difference the students 
must think about what the grade they received means and take appropriate action: more 
studying, different type of studying, enter into groups for collaboration, and, or 
communicate with the instructor. For the availability of lecture notes to make a 
difference the students must use them: download, print, read, and study. The students 
must understand and act on the opportunities provided to control their own learning, and 
accept the responsibilities entailed in those choices.
This study resulted in the emergence of a grounded theory: The decisions faculty 
make about the use o f  a  CMS are based  upon sound pedagogical principles o f  teaching  
and learning, em ploying strategies that have been proven through research and/or
129
experience. As discussed earlier, each of the participants, though not schooled in 
teaching methods, were active learners themselves. The data revealed each participant’s 
active participation in their own learning as a student, and made pedagogically-based 
decisions about their own teaching methods. The participants shared their own constant- 
comparing methods used in making decisions about what was effective and what was not 
in their own classrooms. This was reflected in all of the themes that emerged. The 
decisions made by the participants to start using the CMS, and each of its components 
were based upon specific and interconnected results that were expected to enhance the 
quality of student’s learning experiences. This was a good, but not expected result.
Initially, in formulating my research question, I had hoped to hear about reasons 
for their decisions, expecting that some of the reasons would be attributed to best 
practices and pedagogy. I did not anticipate hearing that the decisions were connected to 
pedagogy from the beginning. As discussed in the need for the study, most of the recent 
research in the field of CMS adoption has been on the tools that were used, the need for 
faculty and student training, and satisfaction. It was rewarding to hear from each of the 
participants’ about their thoughtful use of the CMS.
Conclusions
Higher education in the United States is today over three hundred years old. In 
the span of three centuries it has yielded a variety of forms -  among them the 
New England hilltop college, the state university, the school of technology, the 
complex municipal college or university, the community or junior college. Each 
of these represents a significant stage in the growth of American civilization. Yet 
in the midst of this diversity we may well ask whether there are any features 
which distinguish the evolution of American higher education. We think there 
are such distinguishing features, possessing a common imprint -  democracy. 
(Brubacher & Rudy, 1999, p. 423)
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Democracy provides American universities and colleges with the flexibility and
ability to react to and meet the changing needs of its population. The reactions are not
always timely, but changes do eventually happen.
In today’s society, with the changing characteristics of the student population,
educational competition, global economy and phenomenal growth in information
technology, higher education is making some changes in the way it delivers courses. The
internet has changed the teaching and learning environment, physically and
philosophically. In 1996 Rudenstine, President of Harvard University, gave a speech at
the Harvard Conference on “The Internet and Society.” He compared the impact of the
internet on education in 1996 to the “exponential” growth experienced by university
research libraries that occurred in the 1880s and 1890s. That late 1800’s growth was the
result of the expansion of information processing (Rudenstine, 1996, 18). The
challenge, or fear, in the 1880s was that students would be inundated with information
and become lost and uneducable. Rudenstine looked back, historically, and noted a
similar fear voiced by Diderot in 1755. Diderot predicted that
...a time will come when it will be almost as difficult to learn anything from 
books as from the direct study of the whole of the universe.... The printing press, 
which never rests [will fill] huge buildings .... The world of learning . .. will 
drown in books. 22)
It is easy to predict that technology has changed higher education and many other 
things; it will continue to happen, just as research libraries expanded and the number of 
books published increased. How this change will occur and what its impact will be on 
higher education is not as predictable.
The ability to process information, the ‘raw stuff of knowledge, this sits at the 
heart of what the university is and does. A technology that alters the ability by
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orders of magnitude cannot avoid having an impact on how the university fulfills 
its mission -  and possibly on the mission itself. (Wulf, 2002, p. 19)
Laurillard (2002) writes that “higher education cannot change easily ... it is being forced
to change” (p. 3). She states that to be effective, this change, or reform, should come
from within. Laurillard’s book starts out with the
...premise that university teachers must take the main responsibility for what and 
how their students learn. Students have only limited choices in how they learn: 
they can attend lectures or not; they can work hard or not; they can seek truth or 
better marks -  but teachers create the choices open to them. (2002, p. 1)
The internet and new technologies can make the choices available to teachers limitless.
Green (2003) has been collecting data regarding the use of information
technology at American colleges and universities for the past 14 years. His data
document significant and continuous increases in the use of online technologies in
teaching since 1995. The internet is changing how courses are taught and how students
are learning. Course website and course management use has increased dramatically. As
a result of the increased use of course webpages by faculty, hybrid and blended learning
courses are being developed. University of Wisconsin’s Learning Technology Center
defines hybrid courses as “courses that combine face-to-face classroom instruction with
computer-based learning” (Learning Technology Center, 2004, 2).
The change appears to be coming from within (Laurillard 2002). Faculty started
making the changes to their courses on their own. Eventually higher education
administrations began to see the evolution of the curriculum change spreading on its
campuses. They have yet to categorize and regulate it, though it appears to be coming.
Green’s 2003 survey reflected a change in what was reported as the single most important
information technology (IT) issue confronting their campuses. For the past several years
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it had been “integration of technology into instruction”. In 2003 the integration issue 
dropped by at least half, being replaced by “IT financing, ERP upgrade/replacement. and 
wireless” as priority issues confronting administration (p. 5). Technology is well on its 
way to becoming integrated into the curriculum. What appears to be recognized by 
universities and colleges as a need, at this time, is the funding to pay for the technology 
and the infrastructure to ensure that it is stable (Bates, 2000).
Higher education publications recognized the trend in the use of the internet in 
learning, online and hybrid courses, and articles on that subject began appearing in their 
journals as early as 1995. In 2001 articles relating to the use of information technology 
in higher education were touting the popularity of supplementing traditional courses with 
online components. The Chronicle of Higher Education, in a 2002 article by Jeffrey 
Young, stated “different institutions give different reasons for trying hybrid courses”
(̂ } 13). The research that ensued focused on the number of hybrid courses, student 
satisfaction, comparison of retention rates, time and money spent on the course redesign, 
factors driving the change, and other quantitative type of assessments. There has been 
little research on assessment, impact on student learning, and pedagogy.
There are many issues that will arise as universities and colleges move into the 
online environment. The mission of higher education continues to be one to provide an 
environment that encourages learning. As that environment changes from the traditional 
bricks to the more flexible and changing clicks, the role of researchers is o ask the 
questions about what is an appropriate and effective learning environment for the 
students. A recent ECAR study titled “The New Landscape for Course Management 
Systems” raised several key questions regarding the rapid adoption of course
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management systems throughout higher education. One of those questions was whether 
the decisions to adopt a CMS were based on “course-focused academic capabilities and 
pedagogy... or by the need for administrative capabilities, reporting tools, and broader 
services” (Gallagher, 2003, p.8). After the analysis of the data collected in my study, 
what emerged were pedagogical reasons for the adoption of a CMS. This study was 
unique in that the participants all shared a common goal to be the best teachers they could 
be. They were always searching to improve their teaching methods.
Need for Further Study
As I progressed through this study, interviewing faculty, observing classrooms, 
analyzing data, and reviewing literature 1 began to recognize the need to research the 
connection between what the faculty wanted to do for the students and how that impacted 
the students. Theme 1 indicated that the improvement in communication between faculty 
and students in large lecture classes was critical to the success of the student and the 
faculty member. Does the student perceive this as critical, has it helped to make the 
student more successful, and has the CMS actually improved the communication? Each 
theme could be viewed through the same research perspective. Is the impact expected by 
the faculty members actually occurring? Would the students concur with each other 
themes? Is there a follow-through effect from the action to the consequence?
Further research relating directly to this study would be to design an instrument to 
collect data from the students in the courses taught by the participants. In this case, since 
the data have already been collected and analyzed from the participants’ perspective a 
combination of a quantitative and qualitative study could be conducted. Since qualitative 
information is available regarding the reason for the use of specific components and the
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expected impact on the students, a survey could be designed to quantitatively determine 
whether there was a relationship between faculty expectations and student results.
Another facet of this study would be to interview students to assess the students’ 
perceptions of why the faculty members are using a CMS. Students have their own 
reasons for taking courses that use a CMS. A reversal of the original research question 
would be to interview the students enrolled in courses with the use of a CMS as a 
component. Do students view the use of a CMS a criteria in their decision to take a 
course that course?
The purpose in collecting data from the student perspective is two-fold: 1) an 
effort to assess the impact of this new type of teaching on the student, and 2) to gain a 
better understanding of what students want in their education. Course management 
systems take a considerable amount of time, initially, for faculty members and students to 
learn to use effectively. Though not discussed in this report, the funding for CMSs can 
have a significant impact on campus budgets; server hardware, software licenses, support 
staff, training, professional development, course redesign, classroom redesign, lacuiiy 
salaries (can include release time for course redesign) and bandwidth (Bates, 2000; King, 
2003). As noted in the discussion regarding the history of course management system 
development, faculty began using systems before university administration had 
infrastructure in place to support its use. What has happened is that the CMS has become 
such a ubiquitous and integral part of the curriculum that many courses could and would 
not be taught without the CMS. In answer to the question, “would you ever teach a 
course without the use of Blackboard™?”, the three participants answered quickly:
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Michael: I could probably move to any other one, but to not have that available 
would be, I think.. .a huge inconvenience for me. I have now incorporated it in 
my course to such a degree, that eliminating it would be very, very difficult.
William: I guess I would be forced to but I wouldn’t enjoy it as much as 1 am 
doing now... No, I think the web has revolutionized the way we do pretty much 
everything in life so completely, why should there be an exception for teaching?
Carol: What can I do that gets [me] past that [connecting with the students in the 
large lecture course], that makes there some kind of personal relationship and it 
seems that Blackboard™ can help me to do that. It doesn’t solve all problems. 
But, I experiment with it and find out what works and what doesn’t ...
In this study I collected data from three participants and it is not intended to be
generalizable for all faculty members. Another direction for further research would be a
continuation of this same format, including faculty members from more disciplines and
other institutions in an effort to determine whether the theory that emerged for this study
applies to a wider group. The fact that this study is not generalizable should not detract
from the value of the study. It has a value for faculty members who are currently using a
CMS and for others who are not, to see what thought processes are used by some that are
using it. In making programming decisions, .acuity development staff can use it to see
why some faculty members are using the CMS to help in teaching others about its use.
College and University administrators can gain information regarding why some faculty
members are using a CMS to inform their strategic planning for budgets, objectives, and
goals.
Universities will continue to evolve at the same pace they have been known for 
during the past several hundred years. New technologies will be developed faster than 
educational institutions will be able to keep up with them. With faculty members such as 
the participants in this study, higher education can be reminded that decisions regarding
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the use of these new technologies can be made with a constructivistic pedagogical
perspective. That value to the student and the learning experience should be the driving
force, and not the many other pressures that tend to dominate the higher education
environment at times. Student learning is the goal of education. Dewey describes the
purposeful planning and goal-setting in education as “intelligently directed development
of the possibilities ...” and reminds educators that,
What we want and need is education pure and simple, and we shall make surer 
and faster progress when we devote ourselves to finding out just what education is 
and what conditions have to be satisfied in order that education may be a reality 
and not a name or slogan. (Dewey, 1938, pp. 90-91)
The new technologies course managements systems can offer students and faculty
members increased access and flexibility. Its value depends on how and why faculty





Asynchronous: students and instructors are separated both in time and space. Students 
may all be at different places in the course, some at the beginning, some middle 
and some already finished. In an asynchronous discussion area students and 
instructors can reply to or make new comments any time.
Blended Instruction: a hybrid course which combines both traditional f2f and online 
components.
Bricks & Clicks: hybrid courses that combine in-classroom-time (bricks) and online time 
(clicks) outside of the classroom.
Chatroom: Can be defined as real-time ‘synchronous’ communication between two users 
via computers. Once a chat has been initiated, either user can enter text by typing 
on the keyboard and the entered text will appear on the other user’s monitor 
immediately.
Course Cartridge: a mixture of course content provided by textbook publishers to
integrate into the CMS. This content can include: videos, animations, quizzes, 
PowerPoint™ slides, website links, and graphics.
Course Management System (CMS): is a Web-based software program that provides 
students and instructors with online access to class rosters, course outlines, 
assignments, discussions, quizzes, discussion boards, chat rooms, web resources, 
and grade books.
Course Site: A section of a course management system that houses an individual course. 
That course site can include links to many different menu items that are a part of 
the site.
Discussion Board: asynchronous online discussion section allowing CMS users to post 
questions and respond to the questions.
Face-to-Face (f2f): traditional teaching where students and faculty are face-to-face at the 
same time in the same room.
139
Forums: Are ‘asynchronous’ text-based forms of conversation located either at a URL or 
incorporated in an online learning platform such as, Blackboard™. The 
participants go to the forum at any time and see the threaded conversation. They 
can reply to any messages there or begin a new thread in the discussion.
HTML: HyperText Makeup Language that is the coding language used to create
Hypertext documents for use on the World Wide Web. HTML looks a lot like old 
fashioned typesetting code, where you surround a block of text with codes that 
indicate how it should appear.
Hybrid Course: describes courses that combine traditional face-to-face classroom 
instruction with web-based learning. Hybrid courses can vary from simply 
supplementing the f2f course to replacing class time with on-line time, thereby 
reducing the amount of seat-time for the students.
Learner Management System (LMS): connects the CMS with other resources on and off 
campus, such as; business office, registrar, alumni, organizations, committees, 
athletics, library, business, etc.
Online Course: A course that is taken fully online with no face-to-face meetings.
Students participate in discussions, complete assignments, view or read lectures, 
and take tests online
Real-time: immediate, at the same time, everyone together.
Synchronous (real-time): all students and instructor in the same space at the same time. 
Usually referred to when talking about in a virtual chat room where the students 
go online for a discussion or lecture. It can also be used to describe the sequence 
of group learning. In a traditional classroom students learn in a synchronous 
fashion, same page, same assignment, same test, at the same time.
Traditional Classroom: the physical classroom including, student seats, chalk or
whiteboard, and instructor podium or desk. Can refer to the “traditional” type of 
teaching style of the lecture format with students taking notes, and no appreciable 
discussion. It also can mean the mastery form of teaching where students are the 
recipients of information and the teacher is the disseminator. It is a teacher­
centric form of teaching.
Traditional Course: refers to a course that is taught by an instructor in a physical
classroom. Also referred to as a face-to-face (f2f) course, as opposed to an online 
course.
Users: An individual having access to the course management system. Each user is
assigned a role in the system with specific rights that accompany that role. Users 
each have a unique user name and password which is used to log in to the system.
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Virtual classroom: the learning environment in an online course. The course
management system layout is sometimes referred to as the virtual classroom for 
the course.
24/7: 24 hours per day, 7 days per week access to information. It further defines a 































Code Book with Descriptions (87)
Description_____________________________________________
Using technology tools to show visual elements to describe concepts 
in teaching
Announcements used in CMS to communicate with students 
Anonymous communication from students to teacher for evaluative 
purposes
Assessment tools used in CMS - quizzes, surveys, etc.
Online assignment feature used in CMS 
Attendance in class 
Student's attention during class 
Attitude of students
Information available immediately to students and teachers 
Benefits to the student
References to Course Management Systems - Blackboard™ and 
homegrown
Student are comfortable in class
Communication between students and teachers
Diagrams and concepts are complex
Teaching and learning concepts
connections made to facilitate long term learning
course content, notes, articles, lectures, animations, discussions,
websites
the context of the information being presented - i.e. concepts must 
be learned in context in order to understand and learn 
copyright issues regarding content being posted on the course 
website
Science courses are difficult
Course cartridge - provided by textbook company, integrated into 
CMS
Skills learned in class transfer to other classes (technology, 
listening, communication)
it is difficult - relating to the course or content in the course 
(concepts)
Discipline, order, rules and structure 
Discussion forum online in CMS (asynchronous)




































Electronic reserve through online library
Teaching is easier
Learning is easier with the CMS
Electronic reserve through online library
Use of the CMS makes course management more efficient
Engaging students in the classroom
Experience teachers bring to the classroom
Feedback from students to teachers on the course in general and
specific understanding of content - used to help shape lecture
First time using technology
flexibility of the teacher, the information provided, the structure of 
the course, the students ...
Providing freedom to students in access to notes, grades, 
assignments, etc. through use of CMS 
fun - teaching and learning should be fun
Gap between the teacher and the student in more formal classrooms 
Students setting goals for themselves 
Good teachers
Gradebook feature of CMS used to keep track of student, grades and 
allows students to view 
Students working in groups 
it is or has been helpful
Information - documents - etc. uploaded into CMS for student use 
Interaction with the students
Interested in.... learning, concepts, careers, disciplines
Student’s learning
Posting lecture notes online in CMS
expresses satisfaction for, or a like of something
Logging in to a web-based application
Teachers make mistakes, students are encourages to find them
Not used tools in CMS
openness of the structure of the class, the teacher, and the material 
for the course
References to pedagogy in making decisions for course content in 
CMS
teachers are performers, they are on a stage, and students expect a
performance, it grabs their attention
problem solving, a skill being taught to students, or student
developing the skills through working their assignments
teaching students to become professionals before they get out into
the real world, modeling professional behavior































What is being learned in the classroom must be connected to what 
happen in real life to apply the concept and facilitate lifelong 
understanding. Real life rules are different from what happens in 
the classroom.
providing information in real time - immediate, no delays 
Relating to each other (persons)
Required for the course - assignments, formats, attendance, etc. 
Online resources made available for students relating to the course 
and course content 
Responsibility of Teachers 
Responsibility of students in the learning process 
That "A hah" moment in which connections are made - the light 
bulb turns on - it is what teachers strive for in their students. 
Scores/grades on homework, quizzes & tests 
Teachers want students who are self-motivated - don't need prompts 
from teachers - want to succeed for themselves. Encourage self­
motivators
Teachers are smart, students are smart
Course statistics generated by Blackboard™ on student use of the 
CMS - used by teachers to track individual student's access to the 
CMf;
Student control of their own learning 
students as a group and individuals
teaching and encouraging the development of good study habits 
Student friendly - the course is "student friendly"
Posting syllabus online in CMS 
Teachers
Teaching, the practice of teaching, in the classroom and online, not 
exclusive to teachers
Teaching methodologies - sometimes new 
Technology tools
Technology skills developed while using Blackboard™ - makes 
students more marketable 
Time spent, time saved ...
Time on content of the course 
Tools used in the CMS
Students' understanding of the course materials - concepts - critical 
thinking - problem-solving skills
Visual forms of displaying course content, concepts, diagrams, etc., 




Axial Data Analysis Coding -  5 Themes
RESEARCH QUESTION: This study seeks to determine why faculty members choose to 
adopt the use of a Course Management System (CMS) in their undergraduate traditional 
classroom at a four-year University.
THEME 1
The use of the CMS facilitates communication between the faculty member and students 
in a large lecture course, which is critical to the success of both the teacher and the 
student.
1. Timely feedback is an important part of assessment, and the CMS provides that 
by the use of e-mail, posting of grades, responses to online assignments, and self- 
study quizzes.
2. An atmosphere of openness and interaction is an important component of the 
learning environment. Posting information regarding access to the instructor and 
encouraging discussion through the discussion board are useful tools the CMS 
provides.
THEME 2
The CMS provides the faculty member with a location to provide course content making 
the content easily available and accessible for the students.
1. Students are entering courses with the expectation that they will find the syllabus, 
assignments, lecture notes, and resources that they need for the course in the 
CMS.
2. Faculty report that posting of the course content in the CMS makes their teaching 
easier, as they are able to update documents and provide wider access to 
information.
3. The flexibility of completing assignments online, taking quizzes, and organizing 
student’s work anywhere, anytime is an advantage for both the student and the 
faculty member.
THEME 3
The CMS is used as a tool in accomplishing a goal of higher education in the 
development of students as professional and responsible individuals.
1. The responsibility of the faculty member is to model and foster the development 
of this professionalism in the students.
2. The students must understand their role in the educational process and accept their 
responsibility in becoming that professional individual.
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3. An aspect of modeling professionalism is the concept that the teacher is 
conducting a performance every class session and acts as such. The modeling is 
carried over into the CMS by providing access to authentic (real world) 
information.
4. By providing students with access to their grades the responsibility for assessing 
their status in the course became their own responsibility. If an assignment is 
missed and the student receives no points, the responsibility becomes that of the 
student to talk to the teacher or make sure the next assignment is submitted on 
time.
5. Announcements and changes to the course are posted in the CMS, encouraging 
students to take the responsibility to check in frequently
THEME 4
The use of a CMS provides students with control of their own learning, control is critical 
for the success of the students’ long term retention of the concepts and principles 
presented in the curriculum.
1. An atmosphere of openness, flexibility and trust encourages participation in the 
students’ own learning.
2. Flexibility of the choice in assignments provides students with choices based on 
the student’s individual learning styles.
THEME 5
The fifth theme was: the CMS helps the faculty member organize and manage the 
structure of the large course (course management), thereby reducing the time spent in- 
class on those functions and expanding the time available for more critical thinking skill 
development, concept analysis, problem-solving and assessment.
1. Assessments in the classroom are effective forums for providing real-time 
feedback.
2. The primary concepts necessary to understand the course are best taught in the 





You are being asked to participate in an educational research study that involves 
interviews and observations relating to your use of a course management system (CMS) 
in the course(s) you teach.
WHO IS CONDUCTING THE RESEARCH?
I am Lori Swinney, a full time staff member at the Center for Instructional & Learning 
Technologies at the University of North Dakota. I am also working towards my 
doctorate in the College of Education & Human Development, department of Teaching & 
Learning, Higher Education, with a cognate in Instructional Design and Technology.
WHAT IS THE RESEARCH?
My research study will be used for my dissertation titled, Why Faculty Use a Course 
Management System (Blackboard) to Supplement their Teaching of Traditional 
Undergraduate Courses. The purpose of this study is to identify factors involved in the 
process faculty use in making the decision to adopt the use of a CMS in their course(s). 
Additionally the focus of the study will be on the goals or expected outcomes in 
supplementing their courses with the CMS.
WHAT WILL THE PARTICIPANTS BE ASKED TO DO?
Faculty volunteering to participate in this study will be interviewed three to four times 
over the period of one semester. The interviews will last no more than one hour each.
The researcher will record the interview using a digital audio recorder, and will 
supplement will notes. Following the interview the recording and notes will be 
transcribed into a word processing program, and a copy will be provided to the subject 
for review and correction. The researcher will also ask for permission to observe the 
subject teaching one to two classes during the semester. The researcher will only observe 
during the class and will not interview either the subject or students in the class. The 
purpose of the class observations is to observe the faculty member’s style of teaching.
HOW MUCH TIME COMMITMENT WILL THERE BE?
The interviews should not take more than three to four hours with an additional three to 
four hours for the review of transcripts. The observations in the normal class period will 
not require any additional time by the subjects. A total investment of time in the research 
project by the subjects should be approximately eight to ten hours.
HOW WILL CONFIDENTIALITY BE MAINTAINED?
All names of the participants will be changed (pseudonyms will be used) in the 
transcripts of interviews and observations. The reports that come from this study will 
maintain the use of pseudonyms. The pseudonyms will be chosen for their neutral gender 
status, such as Pat and Kim. The audio files, consent forms, pseudonym list and any
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other identifying documentation will be stored in separate locked file cabinets in the 
researcher’s home. The word processing files of the interview transcripts and 
observation notes will be password protected on the computer in the researcher’s home. 
All files and documents listed above will be stored as described for three years after the 
data analysis is completed. After those three years the files and documents will be 
destroyed.
The only people who will have access to the files and documents will be the researcher, 
members of the researcher’s doctoral committee and people who audit IRB procedures.
WHO WILL BENEFIT FROM THE STUDY?
The participants will benefit from the study directly by verbalizing the reasons for using a 
CMS in their course and discussing their teaching methods. Others that may benefit from 
the results of the study are faculty, students, staff, and administrators.
WHAT ARE POSSIBLE RISKS OF THE STUDY?
The possible risks are that negative aspects of the use of a CMS may be discussed during 
the interviews. It is important that the researcher remain open to documenting the 
positive and negative factors presented by the subjects.
WHO TO CONTACT?
If you have any questions about the research, please call Lori Swinney at 701-777-3569 
(work) or by mail at P.O. Box 5751, Grand Forks, ND 58206-5751, Dr. Kathleen 
Gershman at 701-777-2171, Box 7189 Grand Forks, ND 58505-7189. If you have further 
questions, please call the Office of Research and Program Development at 701-777-4279.
VOLUNTARY PARTICIPATION
Participation in this study is entirely voluntary. Participants may choose to discontinue 
their participation in the study at any time and may ask to have any files or documents of 
theirs destroyed. Please contact Lori Swinney at 701-777-3569 or by mail at Box 5751 
Grand Forks, ND 58206-5751.
RESULTS OF THE STUDY
The results of the study will be summarized for all participants at the conclusion of the 
research study.
four signature below indicates you have read the consent form and understand its 
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